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Abstract 
Much of the research on the value related to MBA programmes is focussed on 
American institutions and concentrated on the leading Business Schools. This 
research investigates the value of the MBA in a sample of UK Business 
Schools. 
The research evaluated the concept of MBA value through an extensive 
literature review and constructed a model which represents the value 
construct of an MBA using a framework developed by Sheth, Newman and 
Gross (1991) but placed in the educational domain. A mixed methods 
approach was adopted. An instrument was constructed to measure student 
perceptions of the value they had received from their MBA study and in depth 
interviews were held with a group of Programme Directors from both 
accredited and unaccredited institutions. The self-reported instruments 
recorded the perceptions of 145 students across a number of UK universities 
and a thematic content analysis carried out on the interview data from the 
Programme Directors. 
The results of the survey and the interviews confirm the expectations of MBA 
value as described in the literature. Although, the development of a single 
goodness of fit model was unsuccessful there was evidence to support the 
development of a range of value indicators for the MBA. The research 
indicates the MBA perceived main value of improved business knowledge and 
career change are met, but other values accruing from the MBA such as 
personal growth and improved social links are as important for the student. 
No evidence of a gender gap in career perception was found which 
challenges previous research on the MBA. This may indicate the MBA badge 
is acting as a clear credential for the managerial professional and holders are 
less likely to be discriminated against within the workplace. The research also 
indicates that Business School tier differentiates for internationally ranked 
institutions in terms of greater career success, but no differences are found in 
the other dimensions of the MBA value construct. This suggests that the 
signal effect of high ranking MBAs primarily influences economic reward and 
further research is suggested to evaluate these findings. 
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1.1 Background 
Chapter One 
Introduction 
In his seminal work Becker argued that investment in Human Capital is 
essential to economic growth (Becker, 1 964). In the field of global higher 
education there is one programme, the MBA, where historically there has 
been substantial evidence that graduates gain significantly enhanced career 
earnings as a result of completing this qualification and a number of studies 
have examined the monetary value the MBA adds to its graduates, (Weintein 
& Srinivasan, 1974; Dreher, Dougherty & Whitely, 1985; Ahn, Charnes & 
Cooper, 1 988; Bretz, 1 989; Tracy & Waldfogel 1 997; Colbert, Levary & 
Shaner, 2000; Graddy & Pistaferri, 2000. It is argued that these results arise 
directly from the improved and revitalised skill sets this degree provides, firmly 
establishing the economic benefits of the MBA. Critically, although many of 
these studies concentrate on the performance of the leading American MBA 
schools (e.g. Dreher, Dougherty & Whitely, 1 985; Connolly, 2003; Ray & Jeon, 
2003) differences between higher and lower tier schools are apparent. 
Arcidiacono, Cooley and Hussey (2008), when reporting on the economic rate 
of return from a broader measure of MBA graduates and utilising a 
longitudinal survey of registrants for the GMAT (Graduate Management 
Admissions Test) found a significant variation. The paper offers an interesting 
analysis within the literature and the results provide an insight into the 
economic rates of returns for MBAs by school ranking, albeit in an American 
context. The paper shows significant variation according to the ranking of the 
school, as shown in Table 1.1. 
School Ranking Expected Benefit (in 1994 Dollars) 
Top 1 0 School $114,690 
Top 11-25 $ 94,938 
26 + $ 17,564 
No MBA $ 22,531 
.. Source: The Economic Returns to an MBA Arc1d1acono et al. (2008) 
Table 1.1: Predicted Lifetime Benefit from an MBA 
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The findings provide an insight into the accepted argument that an MBA 
provides a significant rate of return. The results indicating the economic return 
to the participant is marginal to those outside of the top ranked schools. 
Indeed not undertaking an MBA provides a better economic return than doing 
one at a poorly ranked school. This view had been earlier supported by Pfeffer 
and Fong (2002) who investigated the empirical evidence of MBA value and 
whilst recognising that MBA graduates earn more than their non-MBA 
counterparts, suggest this is more to do with attendance at the leading 
schools rather than to the degree itself. Economic return is however, only part 
of the broader concept of what constitutes the value of an MBA education and 
a number of studies include more intrinsic measures in their assessment of 
value. There is great emphasis on the development of professional and 
personal competence and transferable skills, examples of which include 
communication, decision-making, problem solving and leadership skills 
(Spence 1973; Haksever et al., 1998; Baruch & Leeming, 2001; Baruch & 
Peiperl, 2000; Navarro, 2008). The development of a sense of purpose, self-
sufficiency and a sense of well-being is another commonality (Haksever et al., 
1998; Hamlen & Southwick, 1989; Mabey & Thomson, 2000; Simpson, 2000; 
Pfeffer & Fong, 2002; Carmichael & Sutherland, 2005). Despite this mix of 
benefits, the MBA has been criticised. In his book, Managers Not MBAs, 
Henry argued, "Conventional MBA programmes train the wrong people in the 
wrong ways with the wrong consequences" (Mintzberg, 2004, p. 14). He was 
not the first. Others, notably Pfeffer and Fong, had argued along similar lines: 
"What data there is suggests that business schools are not very effective", 
(Pfeffer & Fong, 2002, p. 78). Mintzberg's proposition when debated within the 
academic community found surprising support, particularly amongst his USA 
based associates: "Mintzberg's ideas provide an ambitious agenda for change 
that is already long overdue" (Feldman, 2005, p. 215) "An important wake-up 
call " (Barnett, 2005, p. 228) but as Nord notes, there was dissention from 
academics based outside of the States (Nord, 2005). Armstrong (2005) who 
argued that American MBA programmes are more likely to attract young, 
unsuitable candidates because of their post-undergraduate degree positioning 
compared to the more common post-experience requirement of a UK-based-
MBA (Armstrong, 2005). 
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There was some market evidence in the late nineties and the early part of this 
decade to support the proposition that the MBA was losing popularity. 
Programmes worldwide reported declining applications, particularly in the 
USA, with applications to Business Week's Top 30 MBA programmes 
dropping almost 30% overall since 1998, with some schools seeing declines 
of 50%> or more (Pfeffer & Fong, 2002). The Pfeffer and Fong (2002) paper 
had also raised the debate about the 'relevancy' of the degree. Bennis and 
O'Toole (2005) agree that "the focus of graduate business education has 
become increasingly circumscribed-and less and less relevant to 
practitioners" (Bennis & O'Toole, 2005, p. 98). Similarly Gupta, Smith and 
Saunders (2007) found a disconnection between what Business Schools offer 
and what businesses want. Some of the best known MBA recruiters, such as 
the Goldman Sachs Group, have carried out internal studies on whether MBA 
entrants do better than those undergraduates who get internal training and 
promotions without the MBA (Ewers, 2005). One of the results of this has 
been that Goldman has since switched their recruitment policy from 25/75o/o 
undergraduate/MBA split and since 2000 have recruited a 75/25o/o 
undergraduate/MBA mix. So was this a permanent decline in student 
numbers? This question can be quickly answered. More recent reports have 
seen a reversal of this trend, the FT (Financial Times) reporting that globally 
MBAs are enjoying a significant expansion (Bradshaw, 2007) with increased 
demand, particularly in Asia. This is still an on-going debate that raises a 
number of questions on the value of the MBA. What constitutes value in the 
MBA and do the apparent differences in return between ranked schools 
appear across all measures of value for the MBA? 
1.2 The Contribution of the Study 
This research proposes to examine the fuller context of what value means to 
the MBA student. Much of the literature that relates to rates of return from 
MBA programmes has been taken from America and concentrates on the 
influence of ranking (e.g. Wellman et al., 2006; Arcidiacono et al., 2008). The 
work encompassing more intrinsic outcomes (Simpson, 2000; Baruch & 
Peiperl, 2000; Baruch & Leeming, 2001; Hay & Hodgkinson, 2006) 
encourages the development of a value model for the MBA. In practice, the 
MBA is a higher education degree, which is taken by thousands of 
3 
postgraduate students every year, few of whom attend the leading schools. 
The research and the development of a value model hopes to offer a tool that 
can be used to assess the student experience of the MBA. Mintzberg (2004) 
supports the argument that management education is neither a profession nor 
a science, it is a practice experienced best through context and application. If 
the MBA degree is to continue in adding value then the nature of that 
management education needs to be evaluated across the range of provisions 
and in a local context. Although surveys from the accreditation bodies 
continue to show economic benefit, a more expansive approach to the value 
of the MBA needs to be undertaken. The contribution of this study will 
therefore be to add the knowledge of what is provided by an MBA education. 
The research may then supply providers of MBA education with additional 
insight into course provision and course design. Interested stakeholders in the 
business environment may find the research enhances their understanding of 
the added value their potential applicants or current employees bring to the 
business as a consequence of their MBA education. Finally, the study will 
enable MBA graduates to better manage their hopes and expectations of the 
educational process they are undertaking. 
1.3 Aims and Objectives of the Study 
The original work on Human Capital Theory from the Chicago School 
concentrated on the premise that cognitive skills obtained through education 
added value by increasing an individual's productivity. Latterly this has been 
thought of as a simplified approach; in their introduction to the new Journal of 
Human Capital, Ehrlich and Murphy describe it more fully: "Human capital is 
best thought of as a stock of embodied and disembodied knowledge, 
comprising education, information, health, entrepreneurship, and productive 
and innovative skills, that is formed through investments in schooling, job 
training, and health, as well as through research and development projects 
and informal knowledge transfers", (Ehrlich & Murphy, p. 4, 2007). Although 
many argue that educational attainment acts primarily as a signal effect, 
adding value by acting as a sorting device that separates individuals with 
valued abilities from those without (Arrow, 1973; Card & Kruger, 1992; Jaeger 
& Page, 1996; Park, 1999). The effectiveness of the MBA either as a filter or 
mechanism of Human Capital Theory is the basis of the research, both views 
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will be debated, and the core of the work is to determine the real value of the 
MBA as a degree programme in a UK context by examining the perceptions of 
the stakeholders involved in this educational process. 
1.3.1 Research Aim 
The aim of this study is to determine the value of the MBA provision in the UK 
and to measure how that matches the perceptions of the prime stakeholders: 
the students. The main focus will be to develop a value model for the MBA. A 
secondary purpose, once the main components of that model are clearly 
defined, is to evaluate how the MBA may differ between the providers. Do the 
accredited institutions differ significantly in their value offering to the MBA 
student? 
1.3.2 The Research Objectives 
The prime objective of this research then is to develop a value model that 
provides a benchmark for the value of the MBA, which represents the value 
that MBA students as consumers of that service believe they are accruing by 
studying the course in the UK. It is hoped that this further development of a 
value model for the MBA will add to previous work (e.g. Seth et al, 1991; 
LeBlanc & Nguyen, 1999; Ledden et al., 2007) and clarify what students 
actually can expect from a UK MBA education. A secondary objective is to 
identify if this measure of the MBA value proposition differs across institutional 
tiers. 
1.4 The Structure of the Thesis 
This section describes how the thesis will be developed through the 
examination of the literature, the methodological process and analysis. 
1.4.1 Chapter 2: The Literature Review 
The review uses the Seth, Newman and Gross (SNG) model of general 
consumption value as a framework to examine the literature regarding the 
MBA. The authors label the components of consumer value as functional, 
epistemic, social, emotional and conditional. The model suggests that some or 
all of these components contribute to the value of the service provided. The 
model was chosen as an appropriate framework for a number of reasons. 
Firstly, it relates to global consumption values rather the specific and previous 
work by LeBlanc and Nguyen (1999) and Ledden et al. (2007) has started to 
instigate its use in the educational domain. The review confirms its use and 
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much of the wide ranging literature relating to the MBA can be organised 
using this framework. 
1.4.2 Chapters 3 and 4: The Methodology and Analysis 
Building on the literature review, the core consumption value framework 
provides a skeleton for the development of ｾ ｴｨ･＠ proposed theoretical model. 
The methodology chapter then uses a mixed methods design. This research 
using qualitative and quantitative approaches uses interviews with MBA 
Programme Directors and surveys with MBA graduates to develop and test 
the proposed value model. 
1.4.3 Chapter 5: Conclusions 
The conclusion supports the final developed model and its relation to the 
current literature. It considers the relevance of the findings and how the issues 
raised by the model construction can influence programme design and 
development, as well as suggesting further areas of research. 
1.4.4 Chapter 6: Reflective report 
Finally this last section contains a reflective report which considers the 
learning experience of the researcher and learning outcomes as a result of the 
DBA process. 
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Chapter Two 
Literature Review 
2.1 Introduction 
This study attempts to assess the value of an MBA as its core objective. As 
such, there is a need to determine the dimensions of the value construct of 
the MBA degree. Value has many dimensions but critically value is something 
that we need to realise is what is perceived by customers (Zeithaml, 1988; 
Woodruff, 1997). The author, however, does not intend to enter into a debate 
about the philosophical differences between the roles of a student as a 
customer as opposed to a student as a product (Emery et al, 2001). The 
purpose of this analysis is to emphasise that the delivery of education can be 
defined as a service (Lovelock, 1983) and because students are consumers of 
that service, value is defined in the service environment. A number of models 
have been used to illustrate consumer value (e.g. Sheth, Newman & Gross, 
1991; Lapierre; 2000; Lages & Fernades, 2004), however this study will use 
the framework proposed by Sheth et al. (1991). The reason for this choice is 
that the framework has been used successfully in the educational domain (Le 
Blanc & Nguygen, 1999; Ledden Kalafatis, & Samouel, 2007; Ledden, 201 0). 
Ledden et al. (2007) argued that the framework has a strong theoretical 
grounding across a diverse spectrum of disciplines and had been used 
successfully on over 200 occasions. The framework developed by Sheth et al. 
(1991) used five consumption values that guide consumer choices; functional 
value, social value, epistemic value, emotional value and conditional value. 
The model is a general theory of consumption behaviour based on global 
consumption values, which predict and explain consumer choices (see Figure 
2.1). 
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ｾ＠ Functional value I I ... 
I Epistemic value I I ... 
Consumer 
I Social value I I 
.. 
Value 
I Emotional value I I ... 
I Conditional value I I ... 
Source Sheth et al. (1991) 
Figure 2.1: The Sheth, Newman and Gross model of Consumption 
Values 
Fundamental to Sheth et al.'s (1991) proposed theory was that each of the 
identified values made differential contributions and that the values were 
independent of one another. These consumption values can relate to an 
educational domain and specifically within the MBA context as follows. 
Functional value is described by Sheth as the perceived performance or 
economic benefit of the purchase. In the educational context, functional value 
is related to the expectations that their course will enhance career 
advancement (Stafford 1994; LeBlanc & Nguyen, 1999). 
Emotional value is described as the ability of a product/service to arouse 
feelings or affective states (Sheth et al., 1991 ). In the educational context this 
relates to the students' sense of self-achievement. Within the literature 
regarding MBA courses, the development of a sense of purpose, self-
sufficiency and a sense of well-being is a commonality as illustrated in a 
number of studies, (Haksever et al., 1998; Hamlen & Southwick, 1989; 
Trostel! & Walker 2001; Pfeffer & Fong, 2002; Baruch, Bell & Gray 2003; 
Carmichael & Sutherland, 2005; Hay, 2006). 
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Epistemic value is defined by Sheth et al. (1991) as the ability of a 
product/service to provide novelty and/or satisfy a desire for knowledge. The 
transfer of knowledge lies at the core of all educational processes and within 
. . . 
the MBA, there is a great emphasis on the development of professional and 
personal competence, as well as transferable skills (Haksever et al., 1998; 
Baruch & Peiperl, 2000; Baruch and Leeming, 2001; Sturges, Simpson and 
Yochanan, 2003; Baruch and Peiperl, 2004; Navarro, 2008; Belasen and 
Rufer, 2007). 
Social value concerns the utility derived from the customers' association with 
certain social groups. The literature indicates that social capital forms a 
recognised non-tangible aspect of the Business School education a student 
receives (Baruch, Bell & Gray 2003; Sinks et al. 2006). 
Finally, conditional value is described as a set of situations that the customer 
faces when making a choice, so that the customer's assessment of the utility 
of the product/service determines the value of it. The reputation of the 
Business School strongly influences the return from the MBA and the ranking 
of the institution has a significant impact on the perceived quality (Graddy & 
Pistaferri, 2003; Wellman et al., 2006; Arcidiacono Cooley & Hussey, 
2008).This chapter goes on to review the empirical evidence provided by the 
literature on MBA education and then maps this work against Sheth's 
framework. The relationship of this literature on the MBA is then evaluated 
against the general consumption values described above and informs the 
development of a more detailed theoretical model for measuring the value of 
the MBA. 
2.2 Functional Value 
Examining the functional value in terms of the unit of analysis, in this case 
MBA programmes, there is a comprehensive amount of literature on the 
economic benefits of the MBA (Tracy & Waldfogel 1997; Colbert, Levary & 
Shaner, 2000; Graddy & Pistaferri, 2000; Connolly, 2003; Ray & Jeon, 2003; 
Arcidiacono, Cooley, & Hussey, 2008). Linked with this is the influence of the 
sheepskin effect- the existence of differences in earnings between individuals 
with and without credentials both of whom have equivalent years of schooling 
(Silles, 2007), which is recognised as an influential factor in the value of the 
MBA degree (Buchanan et al., 2007). However, before concentrating 
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specifically on the literature of the rate of return to the MBA, there is some 
benefit in reviewing the work on the return to education in general, as the work 
on the MBA return is a sub-set of this more general literature. 
2.2.1 Return on Education: General Education 
The foundations of the work on return to education lie in the long history of 
research on Human Capital Theory, which establishes the benefits of 
education both to individuals and to society at large. Drawing upon this work 
enables the research carried out on the MBA economic return to be placed 
into a broader context. 
Becker (1964) developed the concept that one can invest in human capital via 
education, training and health , therefore raising the productivity of individuals 
and hence raising their future income streams and total lifetime earnings. A 
simple overview of the US 2000 census data in Figure 2.2 details the 
respective median incomes for differing levels of educational attainment (a 
measure given by years of schooling) and illustrates the general proposition 
that increasing years in education improve economic return for an individual. 
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Figure 2.2: Return to Educational Level USA 
Following Becker along with Schultz and Mincer, who are considered his 
major contemporary contributors towards the theory, most studies have 
concentrated on the rate of return to school and graduate education (for 
example Griliches, 1977; Card, 1995; Blundell et al. , 2000; Walker & Zhu, 
10 
2003; Blundell et al., 2004; Psacharopoulos & Patrinos, 2004). The theory 
was first developed with a number of assumptions, for example the 
individual's abilities and opportunities were assumed to be equal and each 
person's lifetime command over resources was similar. Over the intervening 
decades, the theory has developed, these assumptions have been refined 
and the influence of parental education, social class, gender, additional years 
of full-time education and ability have been introduced and measured 
(Griliches, 1997; Dearden, 1998; Harmon, Oosterbeek & Walker, 2003). 
Significantly, later work attempts to address more complex variations such as 
the quality of education received (Hanushek & Kimko, 2000), the specific 
influence of non-quantifiable variables (for example personal character), the 
role of insiders (connections with family or influential networks), (Blundell et 
al., 2004; Machin, 2004) and the influence of signal effects- the employers' 
belief that education correlates with higher productivity and so reward 
educated employees more (Spence, 1973; Card & Kruger 1992; Jaeger & 
Page, 1996; Park, 1999). Some of this catalogue of work, although primarily 
relating to general education, has specific bearing on the economic return of 
MBAs, as much of the work on the MBA return draws on the theories and the 
models that have been developed for general education. In essence, the MBA 
represents another year of schooling and therefore sends a signal on 
educational attainment and so sits as a sub-set of the general work on the 
Human Capital Theory. The core of most of this work has been the Mincer 
Specification (Mincer, 1974). The development of this model and its influence 
on the return to the MBA is examined in the next section. 
2.2.2 The Mincer Specification 
Most studies have used years of formal schooling (including secondary and 
tertiary education) as the main measure of the stock of human capital and as 
the major determining factor in explaining variations of salary and wages. The 
methodology used in the construction of these data sets has been subject to 
significant criticism, as summarised by ｗｯｾｭ｡ｮｮ＠ (2003), but years of formal 
schooling remain at the core of human capital analysis. The keystone of the 
empirical work through the last four decades has been the specification of 
human capital (Mincer, 1974) as described by the earnings equation. 
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Where Wi = earnings measure for an individual i 
Si = measure of schooling 
Xi =experience measure 
Xi= set of other variables assumed to affect earnings 
Ui = disturbance term (other forces) 
r = private financial return 
The original study (Mincer, 197 4) used USA census data and found the 
returns to schooling (years spent in education) were around 10% and returns 
to experience were approximately 8%, a return replicated by Psacharopoulos 
and Patrinos (2004) using global data from the past 40 years of literature. 
However, an analysis of the variables comprising the specification reflects a 
number of criticisms of the measurement - problems that have arisen over 
time and have pertinence to the rate of return of MBA education. The first is 
the earnings measure. 
2.2.3 The Earnings Measure 
Measuring the returns to education is problematic in part because there are 
few observations of wages without education. Even where wages are 
recorded, the accuracy of earnings data used in studies on general schooling 
has been shown to be problematic. Psacharopoulos and Patrinos (2004) cite 
several issues relating to the collection of earning data: surveys based on 
samples of firms, returns filled in by employers rather than employees, 
surveys where there is an urban emphasis, surveys where large numbers of 
civil servants are included (because public sector wages do not necessarily 
reflect the market) and where wage effects are substituted for returns to 
education (Psacharopoulos & Patrinos, 2004). They conclude that ideally 
representative samples of the population should be used. In MBA studies 
surveys have relied on self-reported data either from the business schools or 
their graduates directly, rather than using a cross-section of the population. 
Examples include Tracy and Waldfogel (1997) and Ray and Leon (2003), 
who used salaries reported to Business Schools, Arcidiacono et al. (2008) 
who relied on salaries derived from the General Management Admissions 
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Test (GMAT) data and Colbert et al. (2000) who relied on secondary data 
derived from Business Week survey data compiled by Byrne (1977). The 
literature shows only one example of research using a sample drawn from a 
. . . .. 
representative sample of the whole population. This is found in a study on 
postgraduate management qualifications by the Australian Business Deans 
Council in 2005 titled "Economic value of University Business Education" 
(ABDC, 2005). The researchers here used the ABS (Australian Bureau of 
Statistics) 2001 Census Household Sample, which includes a specific field of 
study variable to report the nature of the non-school qualification held. 
Although this does not record whether an MBA is specifically held, it does 
indicate if a postgraduate degree in Management and Commerce has been 
obtained and this sets the benchmark against other postgraduate 
qualifications. 
2.2.4 Measures of Schooling 
The next variable in the Mincer Specification is the measure of years of 
schooling. In essence, this is where each additional year of schooling adds 
increasing economic return (Card, 1995; Harmon et al., 2000; Harmon et al., 
2003). Understandably, the critical factor in measures of schooling has been 
the quality of schooling rather than the raw measure of the number of years 
spent at school and it was argued that the quality of a year of education in a 
good school may be significantly more beneficial than one in a poorer school 
(Card & Krueger, 1992) 
Another criticism has been that the years of schooling assumes that each year 
is given the same weighting and there is much debate on equivalence of 
education across different systems both within and by country (Card & 
Krueger, 1992, Psacharopoulos & Patrinos, 2004). Each year of education 
does not add to wages in a linear fashion, the effect of successive years of 
education are more important. This is shown in British data, where there is a 
50°/o increase in wages as education rises from leaving at 16 to leaving at 21 
(Walker and Zhu, 2003) and then supported in cross-country reviews 
(Psacharopoulos & Patrinos, 2004). Therefore, one year of schooling needs to 
be weighted differently with consideration given to educational stage, whether 
it is primary, secondary or university education. This has meant that more 
recent research has used standardised testing as a proxy for school quality 
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and is seen as the more reliable measure (Hanushek, 2003, Hanushek et al., 
2005). Specifically, high numeracy and literacy scores have been found to be 
the significant factor to the rate of return to education. Research in this field 
has mainly focused on the United States, but Hanushek argues that although 
work is limited outside the US and in less developed countries particularly, 
there is a strong case that the development of cognitive skills is the best 
measure of quality in education (Hanushek et al., 2005). Therefore, the 
earnings equation in later work has been revised to include standardised tests 
scores as a measure of the quality of the education received. In terms of work 
on the MBA, there is little evidence that the prior years of schooling affects the 
performance in an MBA. There is a near total absence of any published work 
relating to the length of earlier education to MBA success or failure. The 
literature provides only one web article addressing this directly (www.redorbit, 
Fish et al., 2007), where indications are that the Canadian students who 
experienced 12 years of schooling compared to the 13 years of their US 
counterparts perform less well. Most studies, especially from America, use 
standardised tests as a predicator of educational quality and concentrate on 
performance in GMAT and undergraduate studies as a predictor of MBA 
success. Indeed, throughout the research one consistent finding is that GMAT 
verbal and quantitative scores are a better indicator of MBA performance than 
the grade point average obtained at undergraduate degree level (Gropper, 
2007; Kuncel et al., 2007; Siegert, 2008). This evidence suggests that prior 
years of schooling can be considered irrelevant in terms of the economic 
value it adds to MBAs. Although, the undertaking of a postgraduate degree 
will itself add to the years of schooling and as such should improve return but 
the signal effect (see 2.2.6.6) of the MBA qualification has a greater impact. 
However this does mean that good quality schooling does not make a 
difference. In general education, it has been shown that schools with better 
resources (for example higher teacher pupil ratios) influence students' 
earnings in later life, producing higher earnings for their graduates (Betts, 
1999). Similarly, Hanushek et al. (2005) use data from Texas to support the 
contention that good teachers can have a significant impact on student 
performance. In the context of the MBA and university education, the quality 
of universities, where rankings influence resources, is a critical factor in 
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influencing the economic return of graduates. Arcidiacono et al. (2008) 
indicate significant differences on the economic return to graduates from the 
top 25 listed MBA programmes in the US when compared to other providers. 
Yet Business School rankings are themselves subject to much criticism 
(Dichev, 1999; Holbrook, 2004; Fisher et al., 2007) and their compilation and 
influence is discussed in detail in a later section. 
2.2.5 Experience 
Experience is an important element in the Mincer specification, as productivity 
and hence return rises with experience. Although experience is a core 
component of the specification, most of the data sets used do not specify the 
detail of the actual work histories of the respondents. This has meant that 
years of work post-education (age less years of schooling) have been used as 
a proxy for experience with a particular emphasis on male employment to 
ensure continuity of work (Harmon et al., 2003). Mincer (1974) recognised 
this and where data sets were available that permitted independent measures 
of experience, he showed experience had a greater correlation with earnings 
than age measures. Nevertheless, within the research on general education, 
the problem of finding appropriate measures of experience remains and the 
inherent problems of ignoring differences arising from gender, multiple jobs 
and periods of unemployment has been a criticism of many studies 
(Woj3mann, 2003). Another criticism has been that experience is rarely 
expressed in terms of the quality of the work experience. The experience 
variable is significant in studies regarding MBA return. Most UK MBA schools 
require a minimum degree of work experience, normally at least three years, 
with some evidence of a performance in a managerial role. Similarly, in the 
US some 90o/o of applicants have 2 or more years of work experience 
(Arcidiacono et al., 2008). Several researchers argue that prior work 
experience leads to an improved performance on the MBA course (Dreher & 
Ryan, 2000; Dreher & Ryan, 2004; Gropper, 2007). However, ｾｾｌ･ｮｧｴｨ＠ of 
experience is purely an indicator not a measurement" (Kuncel, Crede & 
Thomas, 2007, p.55). Certainly some forms of work experience will be better 
than others in contributing to the overall MBA value. This is a view that has 
been firmly supported by Dreher and Ryan (2004, p.91 ), who argued that 
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"Holding a graduate position for five years guarantees very little about 
candidates' exposure to the complexities of management or leading a 
business". At the simplest level, the quality of experience gained between 
running a small back office team and a large company would be immense but 
in the modelling environment both are be counted as x years of experience. A 
typical example of such an approach is found in Arcidiacono et al. (2008) who, 
when looking at MBA return, treat experience purely as a period of work, "In 
each wave we have detailed information on the individual's employment 
record including beginning and ending dates. Based on these employment 
records we assign experience to individuals at the monthly level" (Arcidiacono 
et al., 2008, p. 880). 
2.2.6 Other Variables 
Implicit in the Mincer specification is the role of other variables. Many factors 
have been examined by researchers in attempts to explain variations in 
returns between groups that are differentiated by a range of factors. These 
studies have looked at parental education (e.g. Glennerster, 2002; Blundell et 
al., 2000; Machin, 2004), parental income level (e.g. Kane, 1999; Machin, 
2004), gender (e.g. Burgess et al., 2003; Gray et al., 2004), peer group effects 
(e.g. Robertson & Symons, 2003; Burgess et al., 2007), gender (e.g. Trostel! 
& Walker, 2001; Chevalier, 2007), training (e.g. Blundell et al., 1999), 
signalling (e.g. Spence, 1973; Card & Kruger, 1992; Jaeger & Page, 1996; 
Park, 1999), ability (e.g. Deardon, 1998; Harmon, Oosterbeek & Walker, 
2003) and over-education (Dolton & Vignoles 2000; Rubb, 2003). These 
researches, although concentrating almost exclusively on school education, 
are worth closer examination because they may provide insight into the 
influence of broader social factors on performance outputs in higher 
education. Therefore the following sections focus on each of these and their 
potential relationship to MBA return. 
2.2.6.1 Parental Income 
The evidence stating that children from poorer backgrounds achieve less in 
educational terms is long-established and recent works confirm this 
(Giennerster, 2002; Blundell et al., 2002; Machin, 2004). In the UK the 
correlation between parents' and children's earnings has risen over time. 
Work focusing on a comparison between the 1958 and 1970 National Child 
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Development Surveys indicates those benefiting most from the increase in 
participation in higher education are those from wealthier backgrounds 
(Blundell et al., 2002). Similarly, Machin (2004) showed that intergenerational 
mobility has slowed and income persistence in generations is stronger now 
than previously. This is best exemplified by the results on degree attainment 
in the UK broken down by parental income group across differing income 
groups, Table 2.1. 
Parental Income Level Lowest Middle Highest 
20 60 20 
percent percent percent 
NCDS 1981 6o/o 8°/o 20°/o 
BCS 1993 7% 15°/o 37o/o 
BHPS 1999 9% 23% 46°/o 
Change 1981-1993 1 o/o 7°/o 17°/o 
Change 1993-1999 2% 8°/o 9o/o 
Change 1981-1999 3o/o 15°/o 26°/o 
Source Machin (2004} 
Table 2.1: UK Degree Attainment by Age 23 and Parental Income 
Machin (2004) looked at three longitudinal studies of the UK population -the 
National Child Development Study (NCDS), the British Cohort Study (BCS) 
and the British Household Panel Survey (BHPS) - which track different 
longitudinal cohorts from the time periods 1958, 1970 and 1991 respectively. 
The results clearly show the differences between educational attainment 
across income groups and their change over time. Although more individuals 
are obtaining degrees, more of these graduates are coming from the hi·gher 
income groups. As can be seen in figure 2.1, the differential in degree 
attainment for the children of top and bottom income groups changes from a 
14°/o difference in 1981 to a 37o/o difference in 1999 as studies from America 
confirm (Kane 1999). These results imply that proportionally, the offspring of 
higher income groups are more likely to be graduates so reducing overall 
class mobility. Despite this numeric evidence, some of the sociological 
literature suggests that the UK is still largely meritocratic and class mobility 
moves with merit (Saunders 1996, 1997). Whatever the merits of the mobility 
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argument are, this quantitative work does support research by Bowles, 
Herbert and Melissa (2001), which implies that parents somehow transmit 
labour market success to their children. Whether parental income influences 
. ｾ＠
graduates who undertake an MBA is not proven. Mullin et al. (2003) found 
that within the US, parental education (used as proxy for parental wealth) had 
no effect on their children's entry to MBA programmes, although it was 
recognised there were indirect effects in terms of their undergraduate 
institution, educational expectations and career values, confirming earlier US 
based work (Stolzenberg, 1994). Interestingly, Pfeffer (1977) reached the 
same conclusions in his early work, finding that socio-economic background 
had less effect on returns to MBA degrees than undergraduate degrees. 
There is limited work on this effect in postgraduate education outside of the 
US but revealingly there may be wider cultural issues for MBA students 
globally. A qualitative study by Wong and Slater (2002) on Chinese executives 
showed background and more importantly the Guanxi mechanism (direct or 
indirect personal relationship to solicit favours) appeared significant. Such 
Guanxi mechanisms are invariably linked to wealth and parental background 
(Wong, 2007), so there may be a case for some wealth effects on MBAs in 
Eastern cultures. 
2.2.6.2 Gender 
The role of gender in educational return has prompted a significant amount of 
research and there is a long-established gender gap in returns to education. 
As Psacharopooulos and Patrinos, (2004) show in their global survey that 
women achieve a higher rate of return from education than men (see Table 
2.2). 
Educational Level Men Women 
Primary 20.1 o/o 12.8% 
Secondary 13.9% 18.4%> 
Higher 11.0o/o 10.8%> 
Overall 8.7% 9.8°/o 
Source Psacharopooulos and Patnnos (2004} 
Table 2.2: Average return to education by Gender 
These global figures concur with the UK data where the educational return is 
around 8% for men and 9o/o for women, a difference which is significant 
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(Walker & Zhu, 2003). This difference by gender in the UK is particularly 
apparent in higher education where there are large differences between men 
and women. Blundell et al. (2000) and Chevalier (2007) reported a consistent 
effect across all modes of higher education: secondary, first degree and 
higher degree. Although the evidence is unilateral that women gain a greater 
return to education, there is large body of research on the 'gender earnings 
gap' where the actual wages of women are significantly lower than men 
(Trostel! & Walker, 2001; Chevalier, 2007). Nevertheless, recent data 
suggests the gender pay gap (as measured by the median hourly pay 
excluding overtime) narrowed between 2008 and 2009, with the difference in 
the pay gap being 12.2%> in the UK for 2009, down from 12.6°/o in 2008 
(www.statistics.gov.uk, 2010). These may not reflect differences in rates of 
pay for comparable work but the econometric evidence shows that gender pay 
differences persist even when the data is adjusted for labour market 
experience - although women are more likely to have career breaks and do 
part-time work, a pay gap still persists (Blundell et al., 2000; Chevalier 2007). 
However, this difference reduces with more highly educated groups (Blundell 
et al., 2000), so does the MBA qualification reduce the gender gap rate? 
Historically the work on difference in MBA return has mostly been based in the 
USA and salary growth for women has been reported as smaller than for men 
(Schneer & Reitman, 1990; 1995, Simpson et al., 2005; Bertrand et al., 2010). 
Recent data from the Association of MBAs 2006 career survey adds further 
support (AMBA,2007), showing significant salary discrepancies between male 
and female graduates over time, reflected in both the fixed and variable 
content of their total salary package. This work is consistent with comparable 
findings from the UK (Graddy & Pistaferri, 2003; Simpson, 1995, 1996, 2000) 
indicating differences along gender lines. Graddy and Pistaferri reported that 
female graduates from the London Business School received 8.6o/o less than 
male graduates in similar jobs. Although, Simpson finds in her American 
Study (Simpson, 2005) that it was gender with age rather than gender alone 
which was associated with significant differences in career progression. The 
research evidence diverges here on the reasons for these differences. 
Bertrand et al. (2007) suggesting three factors: differences in training prior to 
MBA graduation, differences in career interruptions and differences in weekly 
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hours with motherhood leading to greater career discontinuity and shorter 
work hours for female MBAs. Their work suggests that it is purely domestic 
issues that influence post-MBA salaries, as differences in prior training is 
. . . 
applicable to both genders. Simpson (2005) conversely argues that even 
childless women were disadvantaged and suggests that culture and 
organisational processes may create other barriers for women. 
2.2.6.3 Peer Group Effects 
The role of the peer group is highly significant within the work in secondary 
and primary educational return and there is a large body of work stating this, 
from the Coleman report in the 60s to more recent work (e.g. Feinstein & 
Symons, 1997; Robertson & Symons, 2003; Burgess et al., 2007; Schneeweis 
& Winter-Ebmer, 2007). The reasons why peer groups are effective in raising 
attainment are evident from educational theory, where the influence of role 
models and learning interactions are well documented (Hanushek et al., 
2001). However, these effects are not isolated and parental social class and 
parental academic achievements are found to be strongly correlated with peer 
group (Robertson & Symons, 2003). A detailed discussion of the association 
between peer groups and family variables in primary and secondary education 
school along with its influence on performance is complex and beyond the 
scope of this study but do peer groups matter in higher education?· The 
importance of teams and groups in producing quality work is well-established 
within the MBA context and strongly endorsed by many Business Schools, 
championing both syndicate and team work. Research confirms the 
importance of peer groups within this specific environment, "Students 
indicated that centrality in friendship, communication, and adversarial 
networks affected both student attitudes and grades" (Baldwin, Bedell & 
Johnson, 1997, p. 1369). Some contradictory work is presented by Griffiths 
Winstanley and Gabriel (2005), who proposed the term 'learning shock' 
following their study of syndicate groups within MBA cohorts. They found that 
group work actually became dysfunctional to learning, the variation in cultural 
mix and expectations in terms of learning styles reducing the benefits of 
collaborative group work. The literature is silent on the direct influence of peer 
groups on the MBA return, concentrating primarily on how group work 
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influences grades for example (Peiperl & Trevelyan, 1997; Bendersky & Shah, 
2010). 
There is another aspect to peer group influence and that is the influence of 
peer groups on choice. Some studies have focussed on the impact made by 
peer groups on prospective university applicants and their subsequent 
destinations within higher education. Reay et al. (2001 p. 859) suggests 
"Higher education applicants are located within a complex matrix of influences 
which are best represented by overlapping circles of individual, family, friends 
and institution. The relative weights of these spheres of influence shift and 
change over time for students, generating an inevitable degree of overlap and 
blurring of boundaries between peer group, family and institution". 
This raises the question of peer group influence on MBA choice. In consumer 
-based literature there is strong evidence for the influence of reference groups 
in directing choice. Childers and Rao (1992) and Van Hoye and Lievens 
(2007), in their investigations of recruitment, found word of mouth from a 
strong tie (family or friend) had a strong positive effect on the attractiveness of 
applicants to organisations. Certainly the role of peer groups within the MBA 
course is recognised by the Canadian MBA Schools, who cite this as a key 
influential factor in student choice of institution (www.canadian-universities 
2010). However, there appears to be no empirical research literature which 
specifically focuses on reference or peer groups in their MBA choice. 
2.2.6.4 Ability 
There was always a strong intuitive case for the ability to be included in the 
earnings function; many of the OLS estimates of returns to education show 
that two thirds to four fifths of variation in log wages remains unexplained 
(Bowles, Herbert and Melissa, 2001) and it has been commonly assumed that 
this unobserved component is the "omitted ability bias'' (Deardon, 1998; 
Harmon, Oosterbeek & Walker, 2003). Quite reasonably, the more able 
should have the ability to convert additional education, as measured by years 
of schooling, much more efficiently than the less able, thereby increasing their 
return. Therefore ability should be a factor in the estimation of human capital 
investment. The introduction of ability measures have long been a part of 
labour economics studies, from Griliches (1977), who introduced ability (A) 
explicitly into the derivation of the log-linear earnings function , to a range of 
21 
- -- --· · ---- - -----, 
more recent studies examining the variations in the returns to education 
(Ashenfelter & Krueger 1995; Card, 1995; Harmon & Walker, 1995). In a UK 
context, this was measured by Dearden (1998); her study looked at the NCDS 
panel data and used ability tests undertaken when the respondents were 
aged seven (as a measure of innate ability), arguing results from that period 
were much less likely to be affected by knowledge gained at school. The 
results were unequivocal, with high scorers in mathematics increasing their 
probability of undertaking a degree by 14.6°/o on average compared to those 
in the bottom ability range. Similarly, being in the top quintile of the reading 
ability test increased the probability of those undertaking a degree by 15°/o 
compared to those in the bottom quintile. The inference is that those with high 
natural ability are more likely to enter higher education, which will influence 
their return from education. 
In terms of the effect on MBA entrance, it might generally be assumed that 
ability is taken into account in the entrance requirements of the school, with 
the more able being preselected by the higher ranked institutions. Re·sults 
from GMAT studies (Gropper 2007; Kuncel, Crede & Thomas, 2007; Siegert, 
2008) show that high GMAT scores reflect high cognitive ability and these 
high scores are required by the best schools. Kuncel, Crede and Thomas 
(2007), in their meta-analysis of GMAT and UGPA (Undergraduate Grade 
point average), showed that GMAT was highly predictive of MBA performance 
and when combined with UGPA proved a highly valid predictor of student 
performance, confirming previous work by Yang and Lu ＨＲＰＰｾ＠ ). Arcidiacono et 
al. (2008) however, found that it is mathematical ability that drives this return, 
with their study indicating a positive and significant return to mathematical 
ability but no return to verbal ability. The importance of ability is also 
emphasised by Wellman et al. (2006), who found that the total GMAT score 
was a significant predictor of promotion status (the measurement of career 
progression post-MBA), whilst the MBA school tier (ranking) was not a 
significant predictor of promotion status. Nonetheless though the school 
attended did act as a partial mediator for promotion status - going to a top 
ranked MBA school mediated the effect of having a lower total GMAT. So the 
literature on MBA studies supports the work on general education; those MBA 
students with more ability benefit more from the MBA educational process. 
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2.2.6.5 Training 
In most empirical studies, training is distinguished from formal school and 
university-based qualifications (which are viewed as education) and is 
generally defined in terms of courses designed to help individuals develop 
skills that might be of use in their job (Bassi, 1984). Hynes (1996, p. 11) 
indicates the difference between education and training as "Education is the 
process or series of activities which aims to enable an individual to assimilate 
and develop knowledge, skills, values and understanding that are not simply 
related to a narrow field of activity, but which allow a broad range of problems 
to be defined, analysed and solved .... training can be defined as a more 
planned and systematic effort to modify or develop knowledge, skills, etc.". 
MBA degree programmes have been criticised notably by Mintzberg (2004) 
along with Pfeffer and F ong (2002) as more akin to specialised training 
grounds for the specific functions of business, rather than the broad practice 
of management and not providing skills for the real world. However, in terms 
of return this might actually be beneficial for those undertaking an MBA 
programme. The returns to training in the UK using National Child 
Development Survey data have been found to be significant (Blundell et al., 
1999). The results show that individuals, who have undertaken employer-
provided or vocational training, earn on average a return of just above 5o/o 
higher in real earnings than individuals who have not undertaken such 
training, with even higher benefits arising if a vocational qualification is 
obtained. Particularly relevant for the MBA, managerial training shows the 
most significant impact over time, improving return by 18°/o, followed by 
professional and technical training at 13°/o and semi-skilled training at 9.5 o/o 
(Blundell et al., 1999). Rubin and Dierdorff (2009) argue against Mintzberg 
suggesting that actually MBAs fail to provide appropriate relevancy. Their 
work on the behavioural competencies indicated by managers, said to be 
most critical in the work place, are the very competencies least represented in 
the required MBA curricula. This perhaps raises one of the core issues facing 
Business Schools, which is whether they should they provide an education or 
training? Training has depreciation effects. Skills acquired reduce in 
effectiveness over time (Lillard & Tan 1992 cited in Blundell et al., 1996; 
Arulampalam et al., 1997), which means renewal is required to maintain 
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economic benefit, although the effect of employer-provided training can be as 
long as 13 years (Blundell et al., 1999). It may be argued that the core skills 
of critical thinking and critical analysis that Mintzberg (2004) focuses on in his 
IMPM (International Masters in Practicing Management) programme are the 
areas of education that have longevity. The debate on whether the MBA 
offers the correct competences is on-going but certainly there is no doubt the 
degree offers employers a strong signal of achievement. 
2.2.6.6 Signalling 
The signalling theories of labour economics address the extent to which the 
estimates of returns to education reflect not just the enhancing effect of 
education in terms of productivity but also the effect on earnings of the actual 
qualification obtained. The concept is that the achieved credential signals 
higher effective productivity therefore earnings can be raised by both the time 
spent in education and the signal it sends. This idea stems from original work 
by Spence and has been developed during the past three decades (Spence, 
1973; Card & Kruger, 1992; Jaeger & Page, 1996; Park, 1999). Essentially it 
is hard for employers to observe productivity and it takes time for proof of this 
and a qualification to convey a credible signal of potential productivity. One 
example of signalling theory is that individuals who have qualifications earn 
more than their counterparts with the same number of years of education but 
who do not hold qualifications. Park (1999) estimated the value of different 
levels of educational achievement. An earnings gain of 21 °/o was found for 
obtaining a bachelor's degree. Whilst Ulrike (2005) suggests a 40% return, 
although acknowledging his non-parametric approach might overstate the 
level of return. The existence of differences in earnings between individuals 
with and without credentials, both of whom have equivalent years of schooling 
are known as sheepskin effects (Silles, 2007). There is a sizable and 
significant return at each stage of the educational system in the UK. This is 
particularly true for a degree qualification. Estimates for the UK show the 
average return to 0 'levels/ GCSEs is 18o/o, A 'levels is 24o/o and higher 
education is 48o/o (Blundell et al, 2004). In the USA, Jaeger and Page (1996) 
found similar 'sheepskin effects' when looking at high school diplomas and 
degree qualifications against the years of completed education without a 
qualification. The implication is that the core linear effect between years of 
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schooling and rate of return matter less than the educational stages. 
However, these signal effects are limited and reduce with time as employers 
learn about their workers true ability. The influence of signalling is more acute 
for younger workers, because their abilities are initially unobservable to 
employers and educational attainment initially used as a signal, become less 
important (Aitonji & Pierret, 1996). Not only is the educational credential 
significant but the institution where that qualification has been obtained can 
also be significant. Jalbert et al. (2002) found there were preferred educational 
backgrounds for selection as the CEO of a major corporation, 19% of Chief 
Executive Officers in their survey of 8000 leading American companies had 
been awarded a Harvard degree. 
The sheepskin effect of the MBA shows both these attributes, the attainment 
of the degree itself and the prestige and ranking of the institution. There is 
considerable evidence that MBA holders have had successful career 
outcomes (Tracy & Waldfogel 1997; Colbert, et al., 2000; Simpson, 2000; 
Graddy & Pistaferri, 2003; Connolly, 2003; Ray & Jeon, 2003; Arcidiacono, 
Cooley & Hussey, 2008). Several of these studies also raise the issue of 
Business School ranking and its influence on outcomes (e.g. Colbert et al., 
2000; Ray & Jeon, 2003; Wellman, Gowan & White, 2006; Arcidiacono, 
Cooley & Hussey, 2008) finding higher ranked schools offer higher returns. 
2.2.6. 7 Over-education 
The last area of research in Human Capital Theory challenges the core belief, 
that all education is rewarded and there has been considerable literature on 
over-education. The debate was prompted by Berg (1970) and Freeman 
(1976) who argued that educational attainments had grown more rapidly than 
skill requirements. Therefore, placing highly educated workers in jobs that did 
not fulfill their aspirations would lead to job dissatisfaction and there was an 
overreliance on educational credentials. However, despite their predicted 
outcome that returns to education would dramatically reduce, this has not fully 
materialised. Returns to education have remained high in general but some 
evidence has appeared to support their contention of reducing return. Dolton 
and Vignoles (2000) tested the effects of overeducation on rate of return to 
education with a sample of UK Graduates and concluded that, "New 
graduates that were overeducated earned considerably less than those in 
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graduate jobs, with the penalty greatest in jobs with the lowest required 
qualifications. The penalty was also higher for women", (Dolton & Vignoles, 
2000, p. 179). Similar results are found in US studies, for example Rubb 
(2003) confirmed the finding that being overeducated lowers an individual's 
expected earnings. However, in the context of this study he found that a wage 
premium existed for individuals holding a master's degree who were 
employed in an occupation where only an undergraduate degree was 
required. Certainly with increasing participation in higher education in general 
and the growth in MBA numbers specifically, there may be issues regarding 
overeducation. 
2.2.7 Human Capital Theory and its relationship to MBA return 
The work to date from Human Capital Theory informs the specific area of rate 
or return on MBAs in a number of pertinent ways. The research on the rate of 
return to education using derivatives of the Mincer specification has a direct 
relationship to the work on MBA value. Measurement issues on wage effects 
and experience highlight the problems that models evaluating rates of return 
on MBAs have encountered (e.g. Tracy & Waldfogel, 1997; Ray & Leon, 
2003; Arcidiacono et al., 2008). The influence of other variables that have 
been tested within the literature on general educational return leads to areas 
of specific relevance. Ability has been shown to be significant in the general 
work and is particularly important to MBA return, as GMAT scores are seen to 
have been very influential, not only in gaining admission to the MBA 
programmes (Gropper 2007; Kunce!, Crede & Thomas, 2007; Siegert, 2008) 
but also in MBA performance (Wellman et al., 2006). The effect of the 'gender 
earnings gap' has been shown to persist through to MBA graduates (e.g. 
Simpson, 1995, 1996, 2000, 2005). Similarly the signal effect is much 
reported in MBA studies. The effect is twofold. Firstly, it is a postgraduate 
degree and as such sends a strong signal as to its educational credential. 
Secondly, the MBA is an utterly pervasive degree; more people undertake the 
MBA worldwide than any other postgraduate degree and it is the most popular 
business qualification in the world. Virtually every country in the world 
recognizes it as a formal qualification for a career in management (Clegg & 
Ross-Smith, 2003), giving an exceptional signal effect. The research on the 
influence of training on educational return has raised the training versus 
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education debate in the MBA literature and has relevance to the pedagogical 
issues surrounding the degree. This leads to the role of peer groups and their 
influence on MBA education. The work on educational return that focused on 
primary and secondary education rightly recognises the influence of role 
models, socio-demographic background on educational return and factors 
such as parental income are seen as having a significant bearing on university 
entrance. There was however no evidence in the literature on MBA return, 
which linked student background to participation in the degree. Finally, the 
concept of over-education was briefly raised, which is pertinent to the debate 
on the relevancy of the MBA. The literature on this has been polemic (e.g. 
Pfeffer & Fong 2002; Connolly, 2003; Mintzberg, 2004) and the more detailed 
examination that follows on the research that directly addressed the MBA may 
shed more light on this particular issue. 
2.3 Functional value: MBA Rate of Return and Career Expectation 
There is a large body of work on the extrinsic benefits of the MBA. The rate of 
return MBA graduates can expect as a result of their studies has been the 
dominant feature of research on MBA value, "Any examination of graduate 
management education must consider the return on investment for an MBA 
degree" (Bruce & Edgington, 2003, p.12). "The overriding value proposition 
business schools offer, particularly through their MBA degree, is the 
enhancement of the careers, measured mostly in terms of salary, of their 
graduates" (Pfeffer & Fong, 2004, p. 11). The extensive media coverage that 
followed the publication of Pfeffer and Fang's (2002) broad critique of 
business schools focused almost exclusively on the question of whether or not 
there were economic returns to the graduates of MBA programmes (e.g. 
Alsop, 2002; Pope, 2002; The Economist, 2002). Business Schools advertise 
their courses globally as being a primary route of increasing their graduates' 
personal rate of return. Tables 2.2 & 2.3, which have been derived from an 
article in Forbes magazine (Settimi & Badenhausen, 2007), typifies this 
approach. 
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School Years to Average Salary Average Salary five 
payback pre-MBA years after MBA 
Harvard 3.1 . $60,000 . $195,000 
Wharton 2.7 $50,000 $150,000 
Johnson 2.8 $40,000 $140,000 
(Cornell) 
McCombs 2.4 $38,000 $105,000 
(Texas) 
Haas (UC 3.0 $44,000 $125,000 
Berkeley) 
Tippie (Iowa) 2.5 $32,000 $96,000 
Carlson 2.7 $35,000 $100,000 
(Minnesota) 
Cox (SMU) 3.1 $34,000 $105,000 
Simon 3.1 $31,000 $100,000 
(Rochester) 
Manderson 2.6 $26,000 $72,000 
(Alabama) 
Leeds 3.8 $35,000 $95,000 
(Colorado) 
Lundquist 3.6 $28,000 $78,000 
(Oregon) 
Daniels (Denver) 3.9 $30,000 $77,000 
Source: Forbes Magaz1ne Best Bus1ness Schools (2007) 
Table 2.3: Payback from Leading American Business Schools 
School Years to Salary pre- Salary five years after 
payback MBA MBA 
INSEAD 1.7 $57,000 $150,000 
IMD 1.9 $66,000 $150,000 
Judge 2.3 $53,000 $130,000 
(Cambridge) 
Said (Oxford) 1.8 $48,000 $129,000 
London 2.8 $50,000 $135,000 
Bocconi 2.0 $39,000 $104,000 
lESE 2.6 $27,000 $103,000 
Cranfield 2.5 $53,000 $105,000 
Rotterdam 2.9 $36,000 $99,000 
HEC (Paris) 4.3 $48,000 $105,000 
Source: Forbes Magazme Best Busmess Schools (2007) 
Table 2.4: Payback from Leading Business Schools Worldwide 
Although this might be perceived as a simple measure of ROI (return on 
investment) when compared to perhaps more exacting econometric 
approaches, the survey is comprehensive. Forbes sent surveys to 18,500 
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alumni from 102 MBA programmes around the world and received responses 
from 22°/o of them. The figures were then adjusted for their opportunity cost 
(tuition and forgone salary) and the earning gains discounted at money market 
rates. The results from this Forbes study identified a significant added value, 
particularly for the American Schools, in pure economic terms for graduate 
MBAs, all of which run two year programmes. However, the methodology 
requires a more detailed examination. The authors selected just 102 schools 
worldwide, which according to the author were deemed to be considered the 
most respected and sought-after institutions offering the degree. The quality of 
the intake of these schools and the halo effect of the institutions on their 
graduates would hence imply that the graduates from these schools would 
enjoy considerable economic return on graduation. 
The UK evidence is slightly more muted. Recent findings by the UK 
accrediting body AMBA (Association of MBAs) found that the average salary 
rise for MBAs on graduation was 20°/o, although they recognised the variability 
in both the level of earnings of MBA graduates and the format of the salary 
package they receive (AMBA, 2007). The survey also revealed that there was 
a significant slump from the peaks in 1999 in terms of average return for UK 
accredited MBAs (Figure 2.3). 
1992 1995 1997 1999 2002 2004 2005 
Source: AMBA Graduate Survey 2007 
Figure 2.3: Average Earnings from UK Business Schools 
There are methodological arguments that can be raised with respect to these 
results. The Forbes survey (Settimi & Badenhausen, 2007) and the AMBA 
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survey (2007) concentrate on graduates from the best schools in the USA and 
the UK, the respondents are self-selecting and there is no control group 
containing those who could have done an MBA but chose not to undertake 
this qualification. These and similar findings suggest there is a need for a 
more comprehensive look at research on MBA rates of return, especially for 
MBAs gained from schools other than the high ranking institutions. 
2.3.1 MBA Earnings Models 
Comprehensive econometric studies on MBA return are very limited. There 
are possible reasons why there is a scarcity of work using regression 
techniques on MBA return compared to the large number of broader 
educational studies, which concentrate on returns to school and graduate 
education. One is the lack of appropriate data. Most of the research on returns 
to education makes use of census data, labour force surveys and similar large 
scale returns regarding the whole population. These sources rarely 
differentiate the type of higher education qualification obtained. Respondents 
are generally asked purely to register whether or not they have gained a 
higher degree, rather than specifically asking the nature of that degree e.g. 
MSc or MBA or PHD. Consequently, given the lack of good data sets across 
a sample of the population, it is not surprising that the researchers have used 
data from populations that are readily accessible. Examples of these are the 
study by Graddy and Pistaferri (2003) who focused on London Business 
School alumni and Connelly (2003) on graduates of the University of Miami. 
The most recent comprehensive study however, is by Arcidiacono, Cooley, & 
Hussey (2008) who, although still focusing on the top Business Schools, takes 
a broader measure of MBA graduates utilising a longitudinal survey of 
registrants for the GMAT in order to establish economic returns to the MBA. It 
provides a unique statistical analysis within the literature and the results 
provide an interesting insight into economic rates of returns for MBAs. 
Their study posits a model post-Mincer, where an individual's i log wages at a 
time t, lnWit follows: 
Where: 
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ai represents a worker's productivity 
Dit is an indicator showing whether or not an individual has an MBA at a time t 
Pi captures the return to an MBA 
Vi represents the return to a non-linear function of experience expit and 
Eit is the error term for wage variation 
The results are insightful. Access to the GMAT data allowed the researchers 
to evaluate returns to the MBA, not only for those attending a range of 
Business Schools across the USA but also to evaluate the returns to those 
who completed the GMAT but chose not to undertake the MBA degree. Their 
results indicate a return to the MBA of 9.4o/o but falls to 6.4% when GMAT 
scores (as a proxy for ability) are included in the regression. The paper shows 
significant variation according to the ranking of the school (Table 2.4) . 
School Ranking Expected 
Benefit (in 
1994 Dollars) 
Top 1 0 School $114,690 
Top 11-25 $ 94,938 
26 + $ 17,564 
No MBA $ 22,531 
.. Source: The Economic returns to an MBA Arc1d1acono et al., 2008 
Table 2.5: Predicted Lifetime benefit from an MBA 
The findings contradict the generally accepted argument that an MBA per se 
provides a significant rate of return. These results indicate that the economic 
return to the participant is marginal to those not attending the top ranked 
schools. Indeed, not undertaking an MBA provides a better economic return 
than doing one at a poorly ranked school. However, using similar GMAT data 
sets, Wellman, Gowan and White (2006) concluded less dramatically that 
possession of an MBA was statistically significant in leading to a higher salary, 
career progression and management responsibility although they fail to 
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indicate any specific rate of return to salary. They do however, support the 
role of highly ranked schools, where the MBA school tier (in their study, the 
Business Schools were ranked into three tiers) had a direct effect on the 
. . 
salary achieved post-MBA. Similar studies by Connelly (2003) and Zhao et al. 
(2006) support the finding that the MBA increases a graduate's personal rate 
of return. Therefore the contention that the MBA itself has little influence on 
the salaries of graduates (Pfeffer & Fong, 2002) is contradicted by other 
research, which supports the improved wage return of MBA holders but there 
is limited evidence to suggest excessive rates of return. The majority of the 
work undertaken to date has been carried out in the context of America and 
there is an ambiguity regarding the scale of MBA return in other countries. 
Baruch and Leeming's (2001) qualitative study of mainly British students 
concluded that "In salaries there is no evidence to support the myths of huge 
salary increases after an MBA except for a few", (Baruch & Leeming, 2001, p. 
7). Whereas Simpson's et al. (2005) Canadian-based survey showed that the 
MBA had a significant influence on career progression and pay, despite only 
2.3°/o of the sample choosing salary increase as a motive for taking the MBA. 
However, a study by the Australian Business Deans Council in 2005 
concluded that the "The average business post-graduate qualification 
generates a net economic benefit of around $659,726 (Australian) per 
graduate" (ABDC, 2005, p. 27), a significantly stronger return than the US and 
other studies. 
2.3.2 Career Success 
The functional value for MBA students is not limited to pure return - having 
improved career choice and career success is a measureable outcome. 
Sturges et al. (2003) conclude that the acquisition of management skills 
enhances career opportunities and Simpson (2000) indicated more than half 
of her respondents reported changing functions in the two years following 
graduation. Thus, it is important to examine the broader aspects of career and 
its relationship to the attainment of the MBA. Buchannan et al. (2007) reports 
that MBA students show that having success in their career is a primary 
motive when undertaking a postgraduate degree in business. This finding 
supports Pfeffer (2005) and Ozbilgin et al. (2005), who suggest that the MBA 
might be more of a credential for career advancement than as a means for 
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acquiring skills for their organisation. Often embarking on the MBA degree 
precedes a career change, career advance or enhancement. Although the 
most researched aspect of career success for individuals undertaking an MBA 
has primarily been based on the measurement of the effect of on the post-
MBA on salary, career is differentiated by external career and internal career 
success. 
The external measures of changes in salary have already been discussed 
with their equivocal results (Tracy & Waldfogel, 1997; Colbert et al., 2000; 
Graddy & Pistaferri, 2000; Connolly, 2003; Ray & Jean, 2003; AMBA, 2006; 
Arcidiacono, Cooley & Hussey, 2008). Internal career success is defined by 
Hay & Hodgkinson (2006) as a person's own subjective idea about work and 
life and their role and they summarise success on the MBA from that 
perspective. "From an internal career perspective, success may be seen to 
include increased autonomy; increased challenge and excitement; balancing 
work and life commitments; growth in competence; affirmation from respected 
others and opportunities for new learning" (Hay & Hodgkinson, 2006, p. 11 0). 
The study by Hay & Hodgkinson (2006) concludes that career success as a 
result of the MBA is mostly described in terms of these internal career 
advantages. These conclusions are supported by Sturges, Simpson and 
Yochanan (2003) who in a study of MBA graduates categorised the skills 
gained from an MBA programme within a career competency framework as 
"knowing-why" career competencies (relating to career values, meanings and 
motivations) and "knowing-how" career competencies" (relating to skills and 
job-related knowledge), coupled with increased self-confidence. 
Controversially, Buchanan et al. (2007) suggest that the desire for career 
advancement is a stronger motivator for MBA students than the desire for 
knowledge. Nonetheless the enhancement of knowledge and the 
development of competencies is a critical aspect of the MBA's value. 
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2.4 Epistemic value: Competencies 
A fundamental part of the MBA and central to the epistemic dimension is the 
development of managerial competency. Employers ｾ･ｱｵｩｲ･＠ employees to 
have core competencies, although the diversity and depth of each 
competency varies according to each employer. McKenzie (2003) categorises 
these competencies as interpersonal, technical, business, articulation, project 
management, organisational and communication. It can be argued that these 
encompass the broad transferable skills required in a modern international 
business environment. An insight into the relative attractiveness of different 
competencies across sectors is given in the employers' survey by the General 
Admissions Council (GMAC, 2004) in Table 2.6 below. 
Top Five Skills that are attractive in MBA Graduates by Industry 
Consulting Energy Finance Health Care High Non- Profit Services 
Utilities Accounting Technology Government 
Ability to think Ability to think Ability to think Ability to think Ability to think Ability to think Ability to think 
analytically analytically analytically analytically strategically analytically strategically 
Ability to think Ability to think Ability to think Ability to think Ability to think Ability to think Ability to think 
strategically strategically strategically strategically analytically strategically analytically 
Quantitative Quantitative Quantitative Leadership Leadership Creative Leadership 
Skills Skills Skills Skills Skills Problem- Skills 
Solving skills 
Creative Ability to Oral Oral Oral Information Creative 
Problem- integrate Communication Communication Communication gathering Skills Problem-
Solving skills information Skills Skills Skills Solving skills 
Oral Oral Leadership Interpersonal Quantitative Oral Oral 
Communication Communication Skills Skills Skills Communication Communication 
Skills Skills Skills Skills 
Source GMAC 2004 Corporate Recrwters Survey 
Table 2.6: Attractive MBA Skills by Industry 
Clearly, employers value the quantitative and analytical skill development that 
the MBA provides, as evidenced by the ranking of these in the above table. 
However, the survey provides some further insight beyond the main purpose 
of the ranking of skills provided by MBA graduates. It also reveals what the 
employers within the sample perceive to be the shortfalls in the MBA (see 
table 2.7). 
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Top Five Skills that should be strengthened in MBA Graduates by Industry 
Consulting Energy Finance Health Care High Non- Profit Services 
Utilities Accounting Technology Government 
Ability to make Leadership Leadership Leadership Leadership Leadership Leadership 
decisions with Skills Skills Skills Skills Skills Skills 
imperfect 
information 
Leadership Interpersonal Ability to make Ability to make Ability to make Ability to make Ability to 
Skills Skills decisions with decisions with decisions with decisions with make 
imperfect imperfect imperfect imperfect decisions 
information information information information with 
imperfect 
information 
Interpersonal Quantitative Interpersonal Interpersonal Interpersonal Cultural Interpersonal 
Skills Skills Skills Skills Skills Sensitivity and Skills 
awareness 
Written Written Ability to adapt Ability to think Initiative and Written Ability to 
Communication Communication to new strategically risk taking communication think 
Skills Skills situations skills skills strategically 
Oral Oral Oral Written Written Skills in Initiative and 
Communication Communication Communication communication communication corporate and risk taking 
Skills Sl<ills Skills skills skills ethical conduct sl<ills 
Source GMAC 2004 Corporate Recru1ters Survey 
Table 2.7: MBA Skill Shortfall by industry 
What becomes evident from this table is the emphasis given to soft skills by 
employers such as interpersonal skills, communication skills and leadership 
skills, which the employers believe need developing within MBA programmes. 
These results are echoed by research from both South Africa and Malaysia, 
where the proficiency of MBA graduates in leadership, as well as their 
interpersonal, entrepreneurial and communication skills, were also shown to 
be highly desirable but lacking (Louw, Bosch & Venter, 2002; Zabid & Ling, 
2003). The response from the Business Schools would be to address these 
issues within the course design. However, a recent study by Navarro (2008) 
on the curriculum of American schools confirms that there is still a lack of 
integration within the course design of most Business Schools with the 
'functional silo' (modules being taught in isolation i.e. Finance, Marketing and 
so on) being the most dominant design, rather than multi-disciplinary 
integrated experiential components favoured by an analysis of the prescriptive 
literature on ideal MBA curriculum design. This emphasis on ring-fenced 
teaching undermines the soft skill development that employers so desire. 
Navarro (2008) laments the problem has been identified for some time, the 
failure to address soft skills and the resultant lack of leadership skills in 
company executives being identified twenty years ago (Roth 1989, cited in 
Navarro 2008). 
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There have been a number of papers on the issue regarding which 
competencies MBA programmes offer (Sturges et al., 2003; Baruch & Peiperl, 
2004; Rubin & Dierdorff, 2009). Baruch & Peiperl (2004) suggest 18 core 
. . 
competencies which graduates could expect to be enhanced on the MBA, as 
seen in table 2.8. 
Competencies 
Effective reading Financial skills Accountancy skills 
Oral presentations Managing change Working in teams 
Written presentations Stress management Negotiating skills 
Time management Career management Self confidence 
Interviewing Research skills Decision making 
Interpersonal skills Abstract thinking Managing others 
Source: Baruch and Pe1perl, (2004) 
Table 2.8: Competencies Enhanced by the MBA 
The research of Baruch and Peiperl (2004), a comparative study with non-
MBA students, showed that in the majority of cases the MBAs' perceived 
competency levels were higher than those of non-MBA students. What 
competence managers actually require has been studied by a number of 
researchers (e.g. Bormann & Brush, 1993; Boyatzis, 2008). Clarity has been 
added to the debate on competencies by the work of Rubin and Dierdorff 
(2009) who, using the U.S. Department of Labor's Occupational Information 
Network, derived a comprehensive managerial competency model from 8,633 
incumbents across 52 managerial occupations. These empirically-derived 
managerial competences comprise of six major areas and are illustrated in 
Table 2.9. 
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Competence Category Examples 
Managing Human Coaching & Developing Others; Resolving 
Capital . Conflicts & Negotiating with Others; Developing & 
Building Teams 
Managing Logistics & Inspecting Equipment, Structures, or Material; 
Technology Controlling Machines & Processes; Interacting 
with Computers 
Managing Decision- Getting Information; Judging the Qualities of 
making Processes Things, Services, or People 
Managing Evaluating Information to Determine Compliance 
Administration & with Standards; Documenting or Recording 
Control Information; Performing Administration Activities 
Managing Strategy & Thinking Creatively; Developing Objectives & 
Innovation Strategies; Provide Consultation & Advice to 
Others 
Managing the Task Communicating with Persons Outside Org.; 
Environment Establishing & Maintaining Interpersonal 
Relationships; Selling or Influencing Others 
Source: Rubm and D1erdorff (2009) 
Table 2.9: Managerial Behavioural Competencies 
The content of MBA courses in America against these competencies was 
mapped by Dierdorff and Rubin (2009). They interestingly note that the 
competencies incumbent managers value most highly; managing human 
capital and managing decision- making processes ranked relatively low within 
the proportional coverage of the 373 MBA programmes they assessed. The 
research also found most of the emphasis on the curricula being given to 
managing administration and control, managing the task environment and 
managing logistics and technology. Although the key managerial 
competencies are all addressed, there is evidence to suggest that the balance 
of these competencies is still not fully reflective of perceived business 
requirements and there continues to be evidence of a gap between hard and 
soft skills within MBA programmes, with Dierdorff and Rubin (2009) reporting 
that Managing Strategy & Innovation, Managing Decision-making Processes 
and Managing Human Capital receiving the least attention on MBA 
programmes. 
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2.5 Emotional Value 
Emotional value is described as the ability of a producUservice to arouse 
feelings or affective states (Sheth et al., 1991). In the educational context, 
this relates to the students' sense of self-achievement. Within the literature on 
MBAs the development of a sense of purpose, self- sufficiency and a sense of 
well-being is a commonality in a number of studies, (Haksever et al., 1998; 
Ham len & Southwick, 1989; Trostel! & Walker 2001; Pfeffer & Fong, 2002; 
Baruch, Bell & Gray, 2003; Carmichael & Sutherland, 2005; Hay, 2006). 
Success in gaining skills and improving competences leads in an educational 
context towards achieving emotional value. A consistently quoted aspect of 
previous research on MBAs showed that achieving an MBA increases 
participants' confidence and self-esteem (Higlert, 1995; Baruch & Leeming, 
2001; Baruch, Bell & Gray, 2003; Baruch & Peiperl, 2004; Carmichael & 
Sutherland, 2005; Simpson et al., 2005). More recent research by Hay (2006) 
endorses this: "The findings revealed that an important outcome of the MBA 
for all managers was an 'enhanced sense of self', which describes increased 
positive feelings towards the self, entailing increased self-confidence, self-
esteem and personal credibility" (Hay, 2006, p. 294). She concludes that, "An 
enhanced sense of self is thus seen as a key way in which the MBA is seen to 
be of value" (Hay, 2006, p. 294). 
Self-worth is an aspect of a broader area of work on how individuals perceive 
themselves, that of self-concept. Psychologists have long postulated that 
individual dispositions or personalities are significant determinants of 
behaviour, arguing individuals behave in different ways that are consistent 
over both time and situation (Pervin, 1975; Staw & Ross, 1985; Gerhardt, 
1987). Leonard, Beauvais and Scholl (1999) summarised the wide literature 
on self-concept into a model categorised by three variables: traits, 
competencies and values. Traits are reaction tendencies that are permanent 
in an individual's behaviour. Critical to this is that an individual would exhibit a 
behaviour that is consistent across different situations without apparent 
external reasons. Competencies are the skills, abilities and talents individuals 
possess and values are defined as concepts and beliefs about desirable end 
states or behaviours that transcend specific situations. 
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An individual's perception of these attributes is described by Leonard et al. 
(1999) in terms of two dimensions: level and strength. Level of self-perception 
refers to the degree to which the individual perceives they possess this 
attribute. This dimension deals with how individuals see themselves, relative 
to their ideal selves and is directly related to the issue of high and low self-
esteem. The strength of the perception indicates how strongly the individual 
holds the perception of this attribute. The development of the ideal self 
understandably comes from the interaction of reference groups, be they 
primary (family) or secondary (peers) and choices channelled through their 
social system. These can be internalised and the individual becomes inner-
directed using internalised traits, competencies and values. Should external 
influences be stronger, an individual becomes other-directed and aspires to 
the expectations of the reference group. Individuals who wish to be associated 
with these groups attempt to demonstrate the traits, competences and values 
of the group. Essentially there is a global identity established by primary 
groups early in life with a role-specific identity becoming more influential with 
maturity. So, self-concept relates to one's individual goals, be they internal or 
external, as well as an individual's social identities. 
Self-esteem is therefore an evaluation of the distance between the ideal self 
and the perceived self. When the perceived self matches the ideal self, self-
esteem is relatively high with the converse leading to low self-esteem. Since 
this distance varies depending on task and social feedback self-esteem is 
dynamic. Three types of self-esteem have been identified: chronic, task-based 
and socially influenced (Korman, 1970 cited in Leonard et al., 1999). Chronic 
self-esteem is the relatively persistent personality trait that occurs consistently 
across various situations, task-specific self-esteem is one's self perception of 
competence concerning a particular task or job and socially-influenced self-
esteem is a function of the expectations of others. 
Self-esteem is strongly linked to an individual's beliefs about their competence 
and efficacy, expectancies for success or failure and a sense of control over 
outcomes. Bandura (1997) defined self-efficacy as an individuals' confidence 
in their ability to organise and execute a given course of action to solve a 
problem or accomplish a task. It is a multidimensional construct that varies in 
strength, generality and level (or difficulty). An Individual's belief in their self-
39 
efficacy is of course variable and can be characterised as a two pronged 
belief, in that certain behaviour will lead to an expected outcome (expectancy) 
and whether that outcome may actually be accomplished (efficacy). There has 
. 
been substantial work on this theory and generally, high personal self-efficacy 
expectations predict subsequent performance, particularly in an academic 
context (Pajares, 1996; Stajkovic & Luthans, 1998). Education changes 
competencies and self-efficacy and certainly improving self-efficacy, 
particularly in a business environment is an output that would be expected 
from any MBA programme. Individuals who have had successful experiences 
and who attribute that success to themselves are more likely to experience an 
increase in self-efficacy (Bandura, 1997; Bandura et al., 2001; Gardner & 
Pierce, 1998). Similarly, past failure lowers self-efficacy, so it is implicit that 
successful MBA graduates should demonstrate high self-efficacy. 
The literature is limited on formal measurements of self-esteem changes in 
MBA programmes. Baruch and Peiperl (2004) indicate in their work a highly 
significant difference between MBA Graduates and Non-MBA graduates on 
the competence of self-confidence. Although concluding that, having an MBA 
correlated with a high degree of self-confidence, self-esteem and self-efficacy 
they only suggest that this 'may' occur through the increase of self-efficacy or 
self-esteem and recognise that there was the possibility of a self-fulfilling 
prophecy effect, as they do not include a formal measure of self-esteem in 
coming to these conclusions. Similarly, Sturges et al. (2003) Carmichael and 
Sutherland (2005) and Simpson et al. (2005) indicate that self-confidence is 
greatly improved. All these studies are based on qualitative work and 
although their conclusions are valid, there are no studies which carry out 
statistical assessments of change in self-esteem as a result of MBA 
education. One longitudinal study on self-esteem and careers by Kammeyer-
Mueller et al. (2008) used a formal measure of self-esteem by Rosenberg 
(1965) and found that contrary to expectations, high levels of education were 
not associated with high levels of self-esteem, although individual perceptions 
of self-worth were significantly related to extrinsic career success-oriented 
outcomes. So it may be that career advancement, a desired outcome of the 
MBA, is the main causal influence in the improved self-esteem reported by 
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researchers (e.g. Baruch & Leeming, 2001; Baruch, Bell & Gray, 2003; 
Baruch & Peiperl, 2004; Simpson et al., 2005). 
2.6 Social Value 
A number of researchers (Baruch et al., 2003; Carmichael & Sutherland, 
2005; Binks, 2006) recognise the improvement in networking opportunities 
and the creation of personal contacts that arose from undertaking the MBA. 
The possibility of improved social capital as a result of attendance on an MBA 
is likely and there is research to indicate that networking is beneficial to career 
success, enabling outcomes both extrinsic and intrinsic that could not 
otherwise have been feasible (Coleman, 1990, cited in Pirani, 2008; Seibert et 
al., 2001 ). The fundamental premise being that social capital has value 
through shared norms, reciprocity and trust which lead to co-operation and the 
achievement of common goals (Ecclestone & Field, 2001; Ho et al., 2006). It 
could be argued that, given the American background for the research by 
Siebert et al., (2001 ), social outcomes may be of greater importance in 
America. There is certainly evidence in the American context that the strength 
of a student's network is directly influential to their career; Sparrowe et al. 
(2001) reported that the strength of students' networks is directly correlated 
with their employment outcomes finding students with wider networks 
encompassing fraternities and alumni appeared to be rewarded with higher 
paid employment. The literature is silent on empirical studies in the UK 
although reference to the benefits of networking are a feature of some studies 
on the MBA within the UK (e.g. Sturges et al., 2003; ltuma et al., 
2007),indicating that UK-based students place a high value on their personal 
networks, which had been developed during the MBA. With the greater 
recognition of networking as an important aspect of business (Davidson & 
Honig, 2003), it is recognised that the network social capital arising from the 
degree is an increasingly important element of the total value construct. It 
should be noted that there is criticism of the benefits of networks as Adler and 
Kwon (2002, pp. 24-25) indicate: "An 'actor's network of social ties creates 
opportunities for social capital transactions, but the 'mere fact of a tie implies 
little about the likelihood that social capital effects will materialize". Therefore, 
although networks may be strong, differences between individuals mean that 
not all will take advantage of potential social network opportunities. Roberts et 
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al. (2008) suggest that individuals tend to have either a small network of 
emotionally close ties or a larger network of weaker ties. This is an important 
factor in MBA programmes, as Baldwin et al. (1997) found that supportive 
networks, communication and degree of social isolation affected MBA grades. 
Also, within this umbrella of social capital is the need for social identity. 
Baruch and Peiperl (2004) indicate that several professional groups develop a 
social identity as a result of professional membership, for example lawyers 
and doctors and that an MBA helps to identify the profession of management 
and as such increases esteem and recognition, giving a tangible benefit to 
holders. The importance of professional identity- the set of attributes, beliefs, 
values, motives and experiences by which they define themselves in their 
professional lives, has been identified by a number of organisational 
researchers (Ibarra, 1999). There are two schools of thought on professional 
identity. The first is that individuals move through a fixed path of alternating 
stages and transitions and their professional identity forms over time due to 
various experiences (Super et al., 1996, cited in Higgins and Kram, 2001) or 
the second advocated by Hall (2002) that individuals actively develop their 
identities through a feedback process of self-awareness. This second idea of 
self-development has been developed by Ibarra (1999), who suggests that 
people construct their professional identity by experimenting with trial 
identities or "provisional selves", before fully developing their professional 
identities. Ibarra (1999) also noted that identity adaptation and change are 
most likely to occur during career transitions, such as during the move from 
school (in the university sense) to work or between changes in employment. 
So a change in professional identity appears a very likely consequence post-
MBA. 
Finally, the MBA also acts like any other general educational process in that it 
helps the creation of wealth and economic development and ensures the 
supply of effective products and services. Theoretically, MBA graduates 
should encourage the success of organisations and ensure improved 
economic development opportunities and job creation. Merrit and Hazelwood 
(2003) in their Business Week survey of the MBA class of 1992 suggest that 
from their sample of 1496 graduates, over 100,000 jobs were created, a 
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number the AACSB highlighted as being proof of the societal value of the 
MBA (AACSB, 2005). 
2. 7 Conditional Value 
The situation MBA students face when making their choice of school is 
exceptionally complex. Business School reputations and the signal that it 
sends strongly influence the economic return from the MBA, as was seen in 
the earlier section. The regular publication of the top ranked Business Schools 
means intensive competition between institutions to maintain ranking level vis 
a vis other schools. Business School rankings then translate directly into the 
fees charged. The top ten ranked schools in the world, according to the FT 
(Financial Times), are shown in Table 2.10. The level of their fee structure, as 
illustrated, indicates a significant business in the business of management 
education. The higher the ranking, the higher the fee the market will bear. The 
fees for mid-ranked schools are inevitably lower for the MBA programme, 
although many would argue that the content both in terms of academic and 
pastoral resource has little difference. For example, the fees for the MBA at 
Surrey and Southampton Universities (mid-ranked but dual-accredited schools 
in the UK) are around a third of the LBS (London Business School). 
Rank Business school name Country Tuition Normal 
in Fees per Programmes 2 
2008 annum years 
1 University of Pennsylvania: U.S.A. $47,236 
Wharton 
2 London Business School U.K. £44,490 (15-21 months) 
3 Columbia Business School U.S.A. $43436 
4 Stanford University GSB U.S.A. $48,921 
5 Harvard Business School U.S.A. $43,800 
6 lnsead France I £50,000 1 year 
Singapore programme 
7 MIT: Sloan U.S.A. $44,556 
8 IE Business School Spain £49,100 1 year 
programme 
9 University of Chicago GSB U.S.A. $44,500 
10 University of Cambridge: U.K. £30,500 
Judge 
Source: FT .com and author 
Table 2.10: Business School Ranking 
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So Business Schools inevitably have a strong self-interest in maintaining their 
perceived value both for their graduating students and themselves. Although 
reputations are essentially embedded and often historically based, "Capital 
that is difficult to squander" (Jeon, Miller & Ray, 2003, pg. 2) the ranking of a 
school, although sometimes publicly dismissed, is highly coveted by the 
institutions. The AACSB recognises the power of the rankings and in their 
2005 report on the problems of rankings openly admit institutions "reallocate 
resources to activities that can enhance its ranking such as marketing 
campaigns, and luxurious facilities for small numbers of students", (AACSB, 
2005, p. 8). How much more value accrues to the MBA programme that has 
better accommodation is very moot; but if these rankings purport to be 
objective it is important to examine how they are constructed. The 
methodology of these rankings varies according to the organisation 
conducting the poll. The full methodology used by three of the leading ranking 
producers: the FT, The Economist, and Newsweek are listed in Appendix 1. 
Summarising these, it can be seen that the greatest weighting in the FT 
ranking comes from salary change (40o/o), a quality indicator of academic 
research undertaken by faculty accounts for 15°/o and a wide range of other 
contributing factors of minor measures being used to complete the scaling 
used, with no mention of student experience. Conversely, in The Economist 
rankings, only 20o/o of the weighting is attributed to salary change, 35o/o to 
career development and 35o/o to the educational experience. In the Newsweek 
rankings, student surveys count for 30°/o, with a recruiter survey contributing 
20o/o, salaries and employer measures 20o/o, with a measure of academic 
quality contributing the remaining 30°/o. It should also be noted that 
Newsweek publish a ranking purely based on return on investment in addition 
to their more widely-known table. For the Business Schools, the global fee 
structure almost universally reflects the position held in the rankings, so 
income levels are strongly correlated to ranking level. Highly ranked and 
richer schools have the resources to prosper. More rigorous academic studies 
have used DEA (Data Envelope Analysis) to study programme reputation. 
These use output and inputs to measure production efficiency, using more 
objective measures than survey responses, but these inevitably concentrate 
on variables that are available and examples include: pre- and post-earning 
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flow of MBA graduates, expenditure per student, placement rates, faculty 
student ratios, GMAT scores; and other demographic variables (Tracey & 
Waldfogel, 1997; Ray & Jean, 2003). Unsurprisingly, although there is some 
dramatic movement in the ranking listings between schools, the majority of the 
normally high achieving schools remain on or near the top. 
Given the emphasis placed by both the media and the schools on their 
ranking and the emphasis in academic studies on extrinsic reward, it is worth 
examining how the schools promote themselves in terms of what value they 
add to their graduates. Inspecting the recruitment literature for the top ten 
schools from the FT listing above, an interesting perspective is revealed on 
what they regard as the differentiating factors in their offer and the value of 
their programme. What emerges is firstly not just the similarity of the offer but 
the emphasis on the intrinsic dimensions of the value of the MBA (Table 2.11 ). 
As the table shows, the marketing hooks on the web pages universally place 
emphasis on intrinsic factors such as skill development, personal growth and 
networking. This is then coupled with academic brand promoters such as 
Research reputation of the faculty and external reputation. Extrinsic reward is 
more subtly implied, "In short, we invite you to turn your potential into a real 
capacity for leadership", on the Harvard Business School website (www.HBS, 
2008). Similarly, "You come out with a background that really couldn't be 
stronger in the world of management." is promised by MIT 
(http://mitsloan.mit.edu, 2008) but these and others do not directly highlight 
achievement in terms of exit salaries. Information on the level of remuneration 
expected on graduation, only being available after quite detailed searches in 
the sections on careers; where graduate data from previous cohorts has been 
) 
tabulated. Conversely, the two leading British schools emphasised the 
extrinsic reward of their MBAs, with both highlighting the salaries achieved on 
graduation at the top of the career sections on their web sites: 
"The average annual salary for MBA 2007 was £59,982 (US$124,512) while 
the average weekly compensation for an MBA 2008 summer internship was 
£1,003 (US$2,081)" (London Business School, 2008). 
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"Employment data for the MBA class of 2006/7 continues the upward trend of 
the past 5 years, with 93% of responding students employed 3 months after 
graduation, in 18 countries, with an average salary of £55,000 (US $105,000). 
. . . 
This represents a pre- to post-MBA salary increase of 68°/o, the highest for 3 
years" (Judge Business School, 2008). 
School Innovative Internationally Skill and Career Networking Curriculum Recognised Knowledge Advancement Opportunities 
Faculty Development 
Wharton ./ ./ ./ ./ ./ 
London Business ./ ./ ./ ./ ./ 
School 
Columbia ./ ./ ./ ./ ./ 
Business School 
Stanford ./ ./ ./ ./ ./ 
Unive'rsity GSB 
Harvard Business ./ ./ ./ ./ ./ 
School 
lnsead ｾ＠ ｾ＠ ｾ＠ ｾ＠ ｾ＠
MIT: Sloan ｾ＠ ｾ＠ ｾ＠ ｾ＠ ｾ＠
IE Business ./ ./ ./ ./ ./ 
School 
University of ./ ./ ./ ./ ./ 
Chicago GSB 
University of ./ ./ ./ ./ ./ 
Cambridge: Judge 
Source Researcher 
Table 2.11: Leading Business Schools Marketing Offer 
It might be that entrants onto UK MBAs are generally older than their 
American counterparts, so extrinsic rewards may historically have been more 
important in a UK context as the opportunity costs for potential students could 
be higher. This nuance in the variance in approach to extrinsic reward 
certainly shows an interesting cultural difference. It is worth noting the very 
first item reported in the AMBA career survey is the earning power of the MBA 
(AMBA, 2007), by contrast a AACSB report on the value of management 
education (AACSB, 2005) mentions the economic return when evaluating the 
benefits of the education to the individual. 
Briefly summarising, the general perception conveyed by these leading 
schools in this albeit limited review of the marketing literature, is that the MBA 
is strongly about personal development, suggesting value is developed by 
intrinsic reward rather than economic return. 
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Personal 
growth 
./ 
./ 
./ 
./ 
./ 
./ 
ｾ＠
./ 
./ 
./ 
2.8 Education as a Service 
Cronin et al. (1997) in their discussion of value in the marketing literature 
indicate that service value may generally be defined as a function of two 
components: 
SV = f(SQ, SAC) where: 
SV = service value 
sa = service quality 
SAC = sacrifice. 
Quality in the marketing literature has been characterised as a 'get' 
characteristic, while the sacrifice made to acquire the service is identified as 
the 'give' characteristic (Heskett et al., 1990; Drew & Bolton, 1987, cited in 
Cronin et al., 1997). Cronin et al. (1997) argue that the sacrifice construct is a 
two factor construct comprising both of pecuniary costs and non-pecuniary 
cost. 
2.8.1 Pecuniary Factors 
The cost of the MBA is a major investment for any student. The cost of tuition 
fees can influence potential students' decisions to register for an MBA, as 
students become more price sensitive (Cubillo, 2006; Onzon & Carmona, 
2007). Frenette (2005) also finds that some students are discouraged from 
applying for professional programmes when fees change, with the probability 
of enrolment falling both in Canada and the USA where his study was based. 
The cost of tuition also influences the expected return to the MBA (Ray and 
Jeon, 2003), as higher post MBA salaries are needed to offset the costs of 
tuition. This is an important consideration, as Table 2.10 illustrates, because 
tuition fees for the high ranking institutions are a significant cost for the 
student and even poorly ranked institutions charge a reasonable level of fees. 
Additionally, maintenance costs and the opportunity cost of giving up work to 
study need to be considered, so the overall cost represents a significant 
investment in their Human Capital. 
2.8.2 Non-Pecuniary Factors 
The cost of a service is only one facet of the sacrifice made by consumers. It 
is a broader construct which includes time, effort and other risks (Zeithaml, 
1988). Ledden et al. (2007) suggests these primarily involve reducing time 
spent with friends and family. Sinclair (1995) reports that there are also 
47 
gender sacrifices as women forgo childbirth to attend the programme. 
Perhaps more worryingly, Brown (2006) reports a number of marriages that 
have been strained to breaking point by the participation of one of the 
members on the MBA programme. 
2.9 Discussion 
The value construct for an individual undertaking or having completed an MBA 
degree using Sheth's framework shows a number of distinct dimensions that 
can be used to evaluate an MBA. 
The functional value was discussed in terms of external career and internal 
career sub-constructs. The external career sub-construct reflects a specific 
sub-set of the work on returns to educational attainment and a review of that 
work was summarised in section 2.2.7. The relevance of this body of work to 
a study of MBA programmes was significant as the literature on general 
educational return informed several areas of research, which were directly 
relevant to studies evaluating extrinsic return on the MBA and highlighting 
gender, signal, underlying ability, pedagogy and experience as important 
areas to consider in evaluating the MBA return. The specific worl< on MBA 
return shows that much of the quantitative work is American-centric (e.g. Ray 
& Jeon, 2003; Arcidiacono, Cooley & Hussey, 2008) and concentrates 
primarily on GMAT data or accessible populations such as former students 
(e.g. Graddy & Pistaferri, 2003; Connelly, 2003). A significant area that arises 
from the review of the literature is the importance of ranking in the level of 
return, especially with Arcidiacono, Cooley and Hussey (2008) reporting that 
in the USA returns are marginal outside of the top 25 ranked schools. In the 
UK the most comprehensive quantitative study is the annual AMBA survey 
which endorses the MBA as a positive influence on economic return (AMBA, 
2007). In terms of career success, career advancement or change was seen 
as an important aspect of the MBA return (Ozbilgin et al., 2005). The external 
benefits were primarily evidenced by the economic returns from enhanced 
career growth, which were self-evident in the econometric studies addressed 
but the internal career benefits were less tangible and included aspects such 
as increased autonomy and enhanced status within the workplace. Career 
benefits are an integral part of measuring value in MBA and provide a key 
element in the evaluation of MBA value. 
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Epistemic value has been shown as the enhancement in business 
competences that an individual can expect by studying for an MBA. There 
was a wealth of research on the benefits MBAs bring to these (Haksever et 
al., 1998; Baruch & Leeming, 2001; Baruch et al., 2003; Baruch & Peiperl, 
2004; Hay & Hodgkinson, 2006; Navarro, 2008). The literature recognises the 
problems of difference between what is desired by employers and what is 
perceived to be delivered by the MBA providers raises some pedagogical 
issues, which has prompted much debate about the 'relevance' of the degree 
(e.g. Pfeffer & Fong, 2002; Navarro, 2008). The delivery and enhancement of 
these competencies and the split between hard and soft skills is another 
important measure of MBA value. 
Emotional Value was seen as an important outcome of MBAs and 
improvements in self-esteem were reported from the qualitative evidence in 
much of the research (Higlert, 1995; Baruch & Leeming, 2001; Baruch et al., 
2003; Baruch & Peiperl, 2004; Simpson et al., 2005). However, individuals 
should also benefit from increased competency on a personal level and an 
improvement in managerial self-efficacy should be an expected outcome as 
an individuals' confidence in their ability to organise and execute a given 
course of action and solve problems or tasks improves. Personal growth is 
strongly emphasised by all Business Schools and the brief analysis of the 
leading Business Schools emphasised how central personal development was 
to the curriculum offering. Self-esteem and self-efficacy were shown to be the 
key parts of the emotional value measure. How these are measured is a 
consideration with no study to date in assessing changes in these 
psychological constructs using a quantitative approach. 
Two sub-constructs arose from the consideration of the literature on the social 
value of the MBA, the networking opportunities and the signal of 
professionalism that attendance on a MBA offers. How much value students 
derive from changes in social capital is interesting. Carmichael and 
Sutherland (2005) reported that one of the greatest benefits recorded by their 
MBA graduates was the opportunity to network that the degree afforded. A 
change in professional identity appears a very likely consequence of the MBA. 
Ibarra (1999) suggests that appraisal of professional identity is likely in 
periods of transition and certainly participation on an MBA programme is a 
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transitional period. The model will need to consider these two sub-constructs 
and the differences of social capital between schools of different tiers is an 
area that is under researched. 
The last part of the 'get' value model relates to conditional value. The choice 
of Business School is complex. Business School reputation is a significant 
factor in return and the importance of rankings was seen in the earlier section. 
So how ranking influences value is central to this construct but the signal 
effect of the MBA is also an important part. Irrespective of ranking, possession 
of the degree sends a signal to the marketplace and throughout the literature 
this signal has been debated. The strength of this signal and its relationship to 
the school attended provides a second sub-construct to the measurement of 
conditional value. 
The majority of this review has concentrated on the research on the MBA 
value and how this relates to the consumption model created by Sheth et al. 
(1991 ). However, consideration has to be given to another aspect of value, 
the 'give' component. Undertaking the MBA requires a significant monetary 
investment and the sacrifice of many intangibles, primarily the diminution of a 
balanced lifestyle. Both these need to be examined in the context of MBA 
value. Ledden (2007) has previously researched the use of the consumption 
model and the 'give' and 'get' components in relation to value from an MBA 
degree but there remains a gap in the literature in exploring this model. A 
greater focus on the sub-constructs of the consumption model as they relate 
to the measurement of MBA value and an examination of how value is 
interpreted across schools from different tiers will add to the literature 
especially in a UK context where research on MBA value has been particularly 
limited. 
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Chapter 3 
Methodology 
3.1 Introduction 
The previous chapter critically discussed the literature related to the value 
construct for the MBA. This chapter explores the research processes, 
approaches and methodologies leading to the development of the procedure 
used to investigate the value constructs of MBA programmes suggested in the 
research problem presented. 
3.2 Research Philosophy 
Saunders et al. (2007) identify a range of thinking regarding research 
philosophies: epistemology, ontology and axiology. Epistemology concerns 
what constitutes acceptable knowledge and describes how a researcher 
knows about that reality along with their assumptions about how that 
knowledge should be acquired and accepted. Ontology is concerned with the 
nature of reality, questioning the assumptions researchers have about the way 
the world works and their assumptions concerning reality. Axiology reveals the 
assumptions researchers have about their value system, including values the 
researcher has on aesthetics and ethics (Saunders et al., 2007; Pathirage et 
al., 2008). Easterby-Smith et al. (2002) argue that failure to think through 
these philosophical issues can undermine the quality of the research, 
especially in the context of the research design. The research here is primarily 
following a research strategy using an existing theory to develop a hypothesis, 
which places the work in the positivism paradigm within the empirical 
epistemological school. However, recognition has been made by the 
researcher on the need for the work to be undertaken in a value-free manner 
and to recognise the nature of reality. 
The relationship between epistemological positioning and research design, 
however, is contentious. Positivism involves working with an observable 
social reality and the debate is well-documented between positivism and its 
use of experimental and quantitative methods to test hypothetical-deductive 
generalisations and the phenomenological approach where theory is 
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developed through explanatory methods rather than through the creation of 
generalisations (Amaratunga et al., 2002). The two simplified viewpoints in 
epistemological terms can be defined as follows: 
Positivist: Organisations are seen as social instruments that produce goods 
and services. Researchers identify cultural elements and analyse the casual 
relationships between these predefined variables. 
lnterpretativist: Organisations are cultures, an expressive form that are 
manifestations of human consciousness. Researchers read meanings and 
explore associations between them (Smircich, 1983, citied in Remenyi et al, 
2001). 
The research methods literature (e.g. Neumann, 2000; Remenyi et al., 2003; 
Saunders et al., 2003; Sekaran, 2003; Blumberg, Cooper & Schindler, 2005) 
commonly recognises that the two main approaches to theory development 
involves deductive theory testing and inductive theory building. The 
justification for a particular paradigm lies in the nature of the research; 
specifically qualitative versus quantitative. Saunders, Lewis and Thornhill 
(2003, p. 83) assert, "That positivistic principles will rely upon law-like 
generalisations obtained through strict adherence to a highly structured 
methodology, where quantifiable observations are conducive to statistical 
analysis." Realism however, suggests that an external reality exists 
independent of human thought or perception and involves unobservable 
phenomena (Remenyi et al., 2003; Saunders, Lewis & Thornhill, 2003, 2007). 
In the social sciences there is an argument that realism recognises the 
importance of ones subjective reality within the context of broader social 
influences and structures that the individual may not be aware of, thereby 
lending itself to qualitative and objective data interpretation (Saunders, Lewis 
& Thornhill, 2003). 
Perry (1998) takes a slightly different perspective by emphasising the co-
reliance of the research paradigm and approach. Where two main approaches 
to theory development represent the two primary research paradigms: the 
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deductive approach representing the positivist paradigm, and the inductive 
approach representing the phenomological paradigm. There is no doubt that 
qualitative and quantitative approaches should be thought of as 
complementary. The former offers a depth of analysis that can be explored 
and the latter identifies possible casual relationships. This mixed or balanced 
approach is one that allows the combination of the methodologies and can 
provide a more powerful insight, more than either individual method alone and 
is a method that is suggested as being not only appropriate but in many cases 
advantageous (Saunders, Lewis & Thornhill, 2007; Yin, 2003). In this 
research, parts of both approaches exist, which leads to the conclusion that 
'realism' (Saunders et al., 2007) is the underlying and adequate philosophy 
that shares some philosophical aspects with positivism and phenomenology. 
Much of the research focuses on the development of a framework for testing 
MBA value, building on existing work and establishing causal and testable 
hypotheses. Use is made of the inductive approach with the interviewing of 
MBA course directors to help gain a deeper understanding of the value 
construct. The research design was constructed on this belief that the 
development of the model may lead to a measure of the objective reality of 
the value construct; however a full understanding of the construct would need 
the subjective reality of input from industry experts. 
3.3 The Research Design 
The procedural framework in which research is generally conducted relates to 
the specific type of research question being pursued (Remenyi et al., 2001 ). 
There are three purpose categories: exploratory (where new areas are being 
developed), descriptive (where social phenomena are described) and 
explanatory (where cause and effect relationships are explained) (Saunders et 
al., 2007). The current research aims to examine the value construct of the 
MBA and will look at the factors that are perceived to be represented through 
modelling that construct. The work will therefore primarily be explanatory and 
an outline of the research design is shown in Figure 3.1. 
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Determination of research 
area 
Formulation of Research 
objectives 
Model Development 
Interviews with Experts (MBA 
Directors) 
Instrument Development 
ｾ＠
Analysis and Refinement of Constructs 
Verified instrument 
Data Collection 
Data Analysis 
Results, Discussion and Conclusions 
Source: Author 
Refinement of 
Instrument 
Figure 3.1: Overview of Research Design 
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3.4 Secondary Research 
The literature review presented a summary of the potential constructs that 
could fit a model of consumption values for the MBA derived from the Sheth 
Newman and Gross Model (Sheth et al., 1991). The Sheth Newman Gross 
(SNG) model is a general theory of consumption behaviour based on global 
consumption values and this literature research presented a conceptualisation 
of the MBA value that is derived using the framework presented by Sheth et 
al. (1991 ). The basic framework can now be redrawn to reflect both the 'give' 
and 'get' components described in the literature, as shown in Figure 3.2. 
I I 
Epistemic value 
I 
Social value 
Emotional value 
Conditional value 
ＧＭＭＭＭＭＭＭ ＭＭＭＭＭＭＭＭＭ ｾＭＭＭＭＭＭＭＭＭＭＭＭ
1 
The Get Component L--- --------- .----------------- -J 
The Give Component 
i ............ ......... .......... .......... .......................... .................................................................................. .. ..................................... ........................................................................ ..................... J 
Source: Seth et al. (1991) 
Figure 3.2: The 'give' and 'get' Consumption Value Model 
The use of this framework enabled the current literature on MBA value to then 
be evaluated in terms of the constructs that the model illustrated. 
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3.4.1 Mapping the Constructs of MBA Value 
The literature examined the variables, which were influential in determining 
the components of these factors of the value construct as they related to the 
educational domain of MBAs. This led to a revised theoretical framework for 
researching the construct. The literature on the functional value of the MBA 
relates primarily to career development and the extrinsic and intrinsic career 
rewards attached to it. The extrinsic or external career success is 
concentrated on the rate of return to MBAs and number of researchers have 
examined this aspect (Colbert et al, 2000; Graddy & Pistaferri, 2000; Bruce & 
Edgington, 2003; Connelly, 2003; Pfeffer & Fong, 2004; Zhao et al., 2006; 
AMBA, 2007; Settimi & Badenhausen, 2007; Arcidiacono, et al., 2008). 
Coupled with this enhanced salary is the recognition that there are a number 
of internal career benefits that arise from the MBA, such as increased 
autonomy, increased challenge and excitement (Sturges et al., 2003; Hay & 
Hodgkinson, 2006). So a combination of these two sub-constructs are 
theorised to comprise the functional element of the value model. The wider 
literature on return to education reports a significant 'gender gap' on the return 
to education and the literature on MBA return to education also suggests that 
that gender has a significant influence on both external and internal careers 
post-MBA (Simpson, 2000; Simpson et al., 2005; AMBA, 2007) leading to the 
introduction of gender in the theoretical model as seen in Figure 3.3. 
External Career Success 
Gender Functional Value 
Internal Career Success 
Source Author 
Figure 3.3: Sub-constructs of Functional Value 
The constructs relating to epistemic value also relate to knowledge-seeking 
and the competencies learnt in the MBA, as recognised in the literature 
(Haksever et al., 1998; Baruch & Peiperl, 2000; Baruch & Leeming, 2001; 
Sturges, Simpson & Yochanan, 2003; Baruch & Peiperl, 2004; Navarro, 2008; 
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Belasen & Rufer, 201 0), are central to the value proposition of the MBA. 
However the literature further showed that the relative strength of the 
development of hard and soft skills on MBA programmes was a specific area 
. . . 
of concern (e.g. Louw, Bosch & Venter, 2002; Zabid & Ling, 2003; Baruch & 
Peiperl, 2004; Navarro, 2008). Therefore the difference between these two 
sub-constructs of competency needs to be shown when assessing the casual 
relationship in the proposed theoretical model in Figure 3.4. 
Hard Skill Development 
Competencies Epistemic Value 
Soft Skill Development 
Source Author 
Figure 3.4: Sub-constructs of Epistemic Value 
Social value concerns the utility derived from the customers' association with 
certain social groups and the literature indicated that the networking benefits 
arising from MBA education is a recognised output (Baruch, Bell & Gray, 
2003; Binks et al., 2006). So a measurement of the benefits of the networking 
opportunities that have developed is included as a sub-construct of social 
value. The MBA may also be considered as similar to degrees in medicine or 
law in the sense that it is geared towards subsequent professional 
employment and is considered professional in nature (McKenna, 2006). 
Baruch and Peiperl (2004) also indicate that the development of a social 
identity during the MBA helps to identify the profession of management. This 
leads to the additional sub-construct professional recognition. The relationship 
of these sub-constructs to social value is shown in Figure 3.5. 
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Growth in networks 
Social Value 
Professional Identity 
Source Author 
Figure 3.5: Sub-constructs of Social Value 
The emotional value deriving from MBA study can relate to the much-reported 
change in personal growth found in the literature. However, the literature is 
unclear on specific definitions, with a mix of self-constructs such as self-
confidence, self-worth, and personal growth all being reported but with no 
study clearly identifying the differences that these constructs represent 
(Higlert, 1995; Baruch & Leeming, 2001; Baruch Bell & Gray, 2003; Sturges et 
al., 2003; Baruch & Peiperl, 2004; Carmichael & Sutherland, 2005; Simpson 
et al., 2005; Hay & Hodgkinson, 2006). The reason for this ambiguity is that 
all the authors are reporting qualitative research where the respondents are 
reporting changes in themselves. Simpson (2000) reports enhanced 
confidence and self-worth, later confirming this earlier finding in her 
collaborative work, arguing that "the most crucial benefit from the MBA, 
acknowledged by all interviewees was an increase in self-confidence 
(Simpson et al. 2005, p. 233). As well as reporting increases in self-worth 
amongst the interviewees, Baruch and Lemming (2001) indicate increased 
self-confidence, deriving their results from content analysis of self-reported 
comments. Hay and Hodgkinson (2006) report MBA career success in terms 
of increased self-confidence and personal growth. Carmichael and Sutherland 
(2005), in another qualitative study, report improved self-confidence and 
control of their own destiny. The determinants of self-confidence are a 
mixture of self-esteem and self-efficacy (Owens, 1993). So if changes in self-
confidence reflect the emotional value within the MBA, then a measure of 
these two specific self constructs need to be within the model. Both self-
efficacy and self-esteem have been conceptualised as general self-
evaluations (e.g., Judge et al., 2002) and both constructs contain cognitive 
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(i.e., evaluative), affective and motivational components (Chen, Gully & Eden, 
2004). There is an important difference between self-efficacy and self-esteem 
in that self-efficacy measures the judgement individuals make regarding task 
capabilities, whereas self-esteem determines more of an affective evaluation 
of (or feeling regarding) the self (Betz & Klein, 1996; Brockner, 1988 cited in 
Chen et al., 2001; Gardner & Pierce, 1998). However, there is evidence that 
there is a strong relationship between self-esteem and self-efficacy (Judge & 
Bono, 2001; Judge et al., 2002). Other researchers (Eden & Aviram, 1993; 
Stanley & Murphy, 1997) have also noted that it is difficult to distinguish 
between self-efficacy and self-esteem because they are so closely related. 
This raises the concern of whether self-efficacy and self-esteem are distinct 
constructs and this potential reciprocal causality is represented in the 
theoretical model, proposed in Figure 3.6, for emotional value and the 
relationship of both self-esteem and self-efficacy to it. 
Emotional Value 
Source Author 
Figure 3.6: Sub-constructs of Emotional Value 
Conditional value relates to market choice decisions. The contention 
articulated by Datar, Garvin and Cullen (201 0) is that the MBA is a de facto 
requirement for climbing the corporate ladder and the literature review showed 
that the perceived ranking of the Business School is an important factor in 
MBA choice and reward (Jean, Miller & Ray, 2003, 2007). The literature on 
return to general education also indicated that the signal effect was a 
significant component in producing additional return and this was confirmed 
by the research on the MBA (Colbert, et al. 2000; Graddy & Pistaferri, 2000; 
Simpson, 2000; Connolly, 2003; Ray & Jean, 2003; Arcidiacono, Cooley & 
Hussey, 2008). There is then the recognition that there are two sub-constructs 
to the conditional value - the ranking of the Business School and the signal 
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that attaining an MBA sends. These may show reciprocal causality and this 
effect is also represented in the theoretical model proposed in Figure 3.7. 
Conditional Value 
Source Author 
Figure 3.7: Sub-Constructs of Conditional Value 
The sacrificial component was identified as having two distinct sub-constructs 
in the literature (Cronin, 1997). These were monetary sacrifice and non-
monetary sacrifice and these are represented in the theoretical model in 
Figure 3.8 
Monetary value 
Sacrificial Value 
Non-monetary value 
Source Author 
Figure 3.8: Sub-constructs of Sacrificial Value 
It follows that the value construct can then be represented by the revised 
proposed theoretical model shown in Figure 3.9. 
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3.5 Scoping the model by Qualitative Analysis 
To test if this theoretical model reflected a fair representation of what 
constitutes the MBA value proposition, a phenomenological approach was 
adopted. If a purely deductive approach had been followed based purely on 
theoretical principles, its applicability could be questioned without further 
examination of the context of the domain in which the research was carried 
out. If a complementary inductive approach was undertaken, then potential 
sources of knowledge could be found improving the development of the 
model. Arguably, the industry experts and the best placed observers of the 
value of the MBA would be MBA Programme Directors. Using interviews with 
representatives of this group would enable a richer view of the research 
problem and could add to the development of the research design. This type 
of exploratory work prior to a quantitative study, typically associated with 
qualitative methodology, meant the Programme Directors' observations could 
aid in testing the model and determining the hypotheses. 
3.5.1 Interviews 
Interviews are described as being of three types: structured, semi-structured 
or unstructured (Saunders et al., 2007). Structured interviews bear a close 
resemblance to a self-administered questionnaire with an emphasis on fixed 
response categories, leading to an ability to manipulate the data by using 
statistical methods. Semi-structured interviews encompass a list of themes 
and questions, giving the respondent greater liberty to discuss the issue under 
consideration from which later analysis of the responses can allow deductions 
to be made. Use of the semi-structured interview places some limits on the 
discussion as the topics, issues and questions to be discussed need to be 
determined beforehand but bias can be controlled by careful ordering of the 
questions, interviewing an appropriate sample and other techniques (Ghauri 
and Gr0nhaug 2002). Finally, unstructured interviews are informal with no 
predetermined questions and the interviewee has the opportunity to talk freely 
(Saunders et al., 2007). The most predominant form of interview is the semi-
structured form (Saunders et al., 2007) and given the purpose of the research 
and the explanatory nature of a semi-structured interview, this method was 
used here with the MBA Programme Directors. The questions asked of the 
MBA Directors drew on the framework identified in the literature so that the 
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research model could be verified and possibly expanded. However, AI reck 
and Settle (1995) offer a number of sources of response bias that can arise 
due to the predisposition of respondents, which is seen in Table 3.1. 
Predisposition 
Social Desirability Response based on what's perceived as being socially 
acceptable. 
Acquiescence Response based on respondent's perception of what 
would be desirable to the sponsor. 
Yes/No Response Response reflective of global tendency towards positive 
or negative answers. 
Prestige Response intended to enhance the image of the 
respondent in the eyes of others. 
Threat Response influenced by anxiety or fear instilled by the 
nature of the question. 
Hostility Response arising from feelings of anger or resentment 
engendered by the response task. 
Auspices Response dictated by the image or opinion of the 
sponsor rather than the actual question. 
Mental Set Cognitions or perceptions based on previous items 
influence response to later ones. 
Order The sequence in which a series is listed affects the 
responses to other items. 
Extremity Clarity of extremes and ambiguity of mid-range options 
encourage extreme responses. 
Source Alreck and Settle (1995) 
Table 3.1: Sources of Response Bias. 
These potential biases were considered prior to the interviews. It was felt that 
yes/no responses were highly unlikely and that prestige, threat and hostility 
were also highly unlikely, as the interviewer was very much a peer of the 
interviewees and as such the interview would almost certainly exclude these 
sources of bias. Similarly, given the peer relationship, acquiescence was also 
deemed to be unlikely. Social desirability and auspices were considered a 
potential area of bias. The respondents may have been unwilling to suggest 
that their academic provision was lacking in any manner or that differences 
were evident between cultural groups undertaking the degree. In practice this 
did not arise as a significant issue within the fieldwork, although all the 
Directors were highly supportive of their academic offer, as would be 
expected. The majority of interviewees were observed to be very open in their 
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responses. Extreme responses were also not likely to be an issue in a face-to-
face interview environment but mental set and order were considered in 
formulating the questions for interview. To avoid the predetermined format 
that the value model may predicate, it was felt a more natural interview 
structure would be to begin with simple general questions about MBA course 
structure and the student profiles of the host institution, then follow with 
questions on MBA value mixing the identified constructs. Additionally some 
questions relating to potential control variables were added. These related to 
culture and prior experience of the students and some relating to the future 
perceptions of the MBA, its uniqueness and their perception of its value. The 
questions asked and their relationships to the identified constructs are shown 
in Table 3.2 and the transcripts of the interviews can be found in Appendix 2. 
Construct Economic /Conditional 
Literature Tracy and Waldfogel, 1997; Colbert et al, 2000; Graddy and 
Pistaferri, 2003; Bruce and Edgington, 2003; Connelly, 
2003; Pfeffer and Fong, 2004; Zhao et al., 2006; AMBA, 
2007; Settimi, and Badenhausen, 2007; Arcidiacono et al., 
2008. 
Question In economic terms do you believe the rate of return for MBA 
graduates is the same throughout the UK and is it 
significant! influenced by the business school attended? 
Construct Economic /Social/ Emotional 
Literature Tracy and Waldfogel, 1997; Colbert et al, 2000; Graddy and 
Pistaferri, 2003; Bruce and Edgington, 2003; Connelly, 
2003; Pfeffer and Fong, 2004; Zhao et al., 2006; AMBA, 
2007; Settimi, and Badenhausen, 2007; Arcidiacono et al., 
2008; Simpson et al., 2005; Baruch and Leeming, 2001; 
Carmichael and Sutherland, 2005; Mackenzie 2003. 
Question The literature indicates that the motivations that drive 
students towards MBA study are in simple terms split into 
extrinsic factors such as career outcomes: increased 
income, promotion, career change and intrinsic outcomes, 
peer respect, improved networks and changes in self-
respect and self-worth. 
Is that your experience? 
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2003; Baruch and Peiperl, 2004; Navarro, 2008; Belasen 
and Rufer, 2010. 
Question Employers rank personal development very highly, and 
appear to be happy with hard skill development on the MBA 
but soft skill sets -leadership, communication skills, 
conceptual thinking and ability to make decisions with 
imperfect information are thought to be less well served. 
Do you believe that is the case? 
How has your provision developed recently? 
Do you believe your MBA provision has a distinguishing 
feature? 
Construct Reality/ Control Variables 
Literature 
Question Format of your MBA courses? 
Student Profile-age, Background , requirement for 
experience? 
How strongly do you think the cultural background of the 
students influences their expectations from the degree? 
How does the quality of the managerial background or work 
experience of the students influence the benefits of the 
MBA? 
Do you believe that an MSc Management could equally 
offer the same types of skills or does the MBA approach 
and MBA badge matter? 
Finally what is key value added to your students? 
Source Author 
Table 3.2: Interview Questions 
3.5.2 Choosing a Sample of Programme Directors 
Both within the UK and worldwide, although the MBA appears as a universal 
brand, there are two distinct sectors of Business Schools: accredited and non-
accredited. There are three main accrediting bodies: AMBA, (the Association 
of MBAs, which is a UK based body), AACSB, the Association to Advance 
Collegiate Schools of Business, (a US based body) and EQUIS, which is a 
European accreditation body. All three evaluate academic excellence, 
relevance and quality of MBAs. The accreditation procedures vary: AMBA 
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undertakes an evaluation of the MBA programme specifically, while the other 
two (AACSB and EQUIS) consider the quality of the Business School in which 
the programme is based. Accreditation of the MBA programme at a Business 
School is a measure of quality and is sought in order to gain a competitive 
advantage. Hemlig et al. (201 0) suggest that the title Executive MBA is no 
longer a guarantee of quality and in a competitive market, accreditation acts 
as a signal to show that a certain measure of quality has been met or been 
exceeded. However there are criticisms of accreditation such as cost, 
increased bureaucracy and reduction in creativity, as a level of 
standardisation is required within courses (Roberts et al. 2004; Mau & 
Mansilya-Kruz, 2008; Hemlig et al., 201 0). Accreditation is highly regarded by 
the market and is central to their marketing positioning, especially in the 
recruitment of overseas students (Hemlig et al., 201 0). Accredited institutions, 
it should be recognised, are only part of the MBA constituency and a 
significant number of students undertaking the MBA are doing so in 
unaccredited institutions. Yet research indicates economic return is lower from 
lower ranked and unaccredited Business Schools (e.g. Pfeffer & Fong, 2002; 
Arcidiacono, et al., 2008). The literature is limited on the aspects of the other 
value differences that have been indicated in the review between the two 
(Zhao et al., 2006) and in particular within a British context. This research is 
investigates the value of the MBA and there is no evidence to suggest that all 
the consumption values that students experience with respect to their 
professional and personal development are significantly different to those in 
accredited or highly ranked institutions. So the selection criteria for this 
research encompassed MBA courses in both accredited and unaccredited 
institutions. As the research was UK-based, the UK-based accrediting body 
was used to split the Universities offering MBAs. At the beginning there were 
37 AMBA accredited UK-based universities, conversely over 100 institutions 
who were offering MBA courses were unaccredited. The unaccredited 
institutions included a number of independent study centres offering the 
course often on a franchise basis from unaccredited Universities, so the 
sample of unaccredited schools was restricted to mainstream Universities 
offering MBAs. Two sampling methodologies were considered in choosing 
representative MBA courses. The first was to use a completely random 
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sample of Universities from both sectors across the UK, or a cluster sampling 
process. As the population (Universities offering MBAs) of interest was spread 
geographically across the UK and their distribution could be determined by 
region, a simple random sample was chosen from each region based on the 
relative proportion of institutions offering the degree in that geographical 
region. Table 3.3 illustrates how the geographical sample was chosen by 
weighting the number of institutions by region across both accredited and 
unaccredited sectors. 
Region Accredited Un-Accredited 
Universities Universities 
Wales 1 8 
Scotland 4 9 
Midlands 6 11 
South 18 20 
North 8 16 
Total 37 64 
Source Author 
Table 3.3: Distribution of Universities 
Cost and time restraints meant that eight in-depth interviews with Programme 
Directors were undertaken, three with accredited institutions and five with un-
accredited institutions .The Universities interviewed were randomly selected by 
region, as shown in Table 3.4. 
Region Accredited Un-Accredited 
Universities Universities 
Wales Cardiff 
Midlands Leicester Gloucestershire 
South Surrey South Bank 
Southampton Westminster 
North Liverpool 
Source Researcher 
Table 3.4: Universities Interviewed 
3.5.3 Initial Thematic Analysis of Programme Director Interviews 
The interviews with the Programme Directors were developed around a semi-
structured interview process. The interviews were transcribed (Appendix 2) 
and were analysed by content analysis. The most common definition of 
content analysis is a research technique for the objective systematic and 
quantitative description of the manifest content of communication (Berelson, 
1952, cited in Bell & Bryman, 2003). Normally, content analysis follows a 
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systematic process, starting with the selection of an unitisation scheme. These 
units may be syntactical, referential, propositional or thematic. Given the 
broadness of the nature of the interview, the analysis followed a thematic 
• lit • .. 
pattern rather than the syntactical unit approach and the analysis here 
explored common themes expressed by the interviewees. These thematic 
analyses enabled the main constructs to be confirmed and were influential in 
the introduction of an additional construct and the reappraisal of the sub-
constructs used in the development of the pilot instrument. 
3.5.3.1 Format and Nature of Courses 
The initial question in the interview related to the format and nature of the 
MBA course offering. It was found that the MBA courses offered at the 
Universities interviewed were consistent with the typical variants of course 
delivery found across the higher education sector. All the institutions offered a 
full-time programme, but there were some minor variations: some did not offer 
a part-time mode, four offered a distance learning opportunity and only one 
offered the MBA weekend programme. A few of the Programme Directors in 
the interviews suggested a difference between the part-time and the full-time 
students as illustrated in Table 3.5. 
Institution Part-time Differences 
Cardiff "More mixed on part-time programme local more 
experienced and more senior." .... "Part-time are the ones 
that fit." 
Surrey "The part-time Saturday group in particular are excellent, 
some outstanding students- very different." 
South Bank "That (part-time) is a different kettle of fish; we have 
people working in whole range of different industries and 
sectors." 
Liverpool "They are in a win-win situation in that they are in situ. It 
becomes a motivation because they can stay in their 
family home etc. We see a lot of career development 
taking place during the course." 
Source Programme Directors lnterv1ews 
Table 3.5: Evidence for part time differences 
It is likely that part-time students have more experience than their full-time 
colleagues and the responses from some Programme Directors indicated that 
prior work experience particularly enhanced the course experience (see Table 
3.6). Yeaple et al. (2009) agree, arguing that prior work experience makes 
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students more sensitive to management issues and offers insight into practical 
management problems. This may be true but they report that the American 
graduates, who were the focus of their study, gained no greater economic 
return to their MBA education over students with less experience. The 
criticism of these results is the course ignored those students with prior work 
experience of greater than five years and focused on full-time students only 
(Yeaple et al., 2009). Part-time students in particular do not have the 
opportunity cost of a lost salary during their MBA, so their economic return 
would need to be evaluated differently. 
Institution Benefit of Prior Work Experience 
Southampton "Yes definitely, because an MBA depends what else you 
have done." 
South Bank " ... We are building on that experience." 
Gloucester "They relate more to the content." 
Liverpool "The extra 5-10 years of experience works better doesn't 
it? The student centred learning experience we all 
advocate works better with these older students." 
Source Programme Directors Interviews 
Table 3.6: Evidence for benefits of experience 
This view is not universal, however the distance from full-time education can 
prove a problem as one Programme Director observed on the difference 
between students who were older and more experienced compared to recent 
graduates, "One is struggling with experience and one is struggling with 
concepts". 
There were variations between institutions but internationalisation of the 
programmes was a consistent feature. The course provision for the students 
included an international element. These were typically an overseas 
semester or summer school at another institution or international field trip as 
demonstrated in Table 3.7. 
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Institution lnternationalisation 
Surrey "Then we have the summer school in Rheims (France)." 
Westminster "School' has links in France and Tashkent and has an 
overseas study ｴｲｩｰｾｾＮ＠
South Bank "The idea is to set up a product or service in another 
country working in cross cultural teams and they then 
present at the summer school. It is formula we have 
established some years ago. We have changed venue this 
year and run this in Berlin and it works very well." 
Source Programme Directors lnterv1ews 
Table 3.7: Evidence of internationalisation of courses 
The composition of the student body offered the greatest evidence of 
internationalisation; all the interviewees indicated that their courses were 
primarily international in population, with the Directors reporting the 
domination of the full-time MBA by overseas students (Table 3.8) with the 
overwhelming majority of the full-time degrees being populated by 
international students. 
Institution International profile of Students 
Leicester "But we have something like 5000 live distance learning 
(primarily international) students at any one time. The vast 
majority doing the MBA." 
Cardiff "Large numbers on full time 400 almost all overseas." 
Westminster "The full-time programme- very largely overseas students." 
Southampton "Full-time 17 different nationalities this year." 
Southampton "Very much so. The full time is primarily international 
students. I think this year there are 26 different nationalities, 
so it is incredibly diverse in terms of culture." 
Gloucester "Mostly overseas." 
Leicester "On the full-time primarily overseas this year." 
Liverpool "About 250 postgraduate around 75% from developing 
countries the remaining 25o/o North America UK, British 
isles, Ireland some from Europe some Eastern Europe 
which I would not classify as a developing countries. The 
majority come from India, China and some from East Africa 
as well." 
South Bank "The full-time is primarily international students I think this 
year there are 26 different nationalities." 
Surrey "As you know most of our full time students are overseas." 
Source Programme Directors lnterv1ews 
Table 3.8: Evidence of International Profile of Students 
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3.5.3.2 Support for Functional Value 
The internal and external constructs for career success, which comprise the 
functional part of the proposed model, are moderately supported by the 
responses from the Programme Directors. The level of economic return that 
the degree adds is seen to be quite tempered in the responses of the 
Programme Directors. Their responses show a distinct dichotomy between 
their perceptions of the economic value of the degree and the perceptions of 
their students (Table 3.9) . The interview responses extend the evidence from 
the literature review, where the American evidence suggests ranking was the 
main determinate for economic return (e.g. Wellman et al. (2006); 
Arcidiacono, et al. 2008) and low ranked schools offer little or no additional 
return. There is no clear distinction here between responses from accredited 
institutions and non- accredited institutions. 
Institution External Career Benefit 
Westminster "Yes they do see it as an economic benefit in the sense the 
majority of them would not do it if they did not think it 
wouldn't increase their seniority or their salary and the 
ultimate return from their working life. So in that sense it is 
an economic decision." ...... "It is money at the end of the 
day they see it as a way of reaching a more senior position-
which t:?_ays more money." 
Leicester "Most of do come thinking they will get an instant return 
although I agree the evidence is not there. But if they are 
willing to wait in terms of career, they may not get the high 
rewarding job when they go back, but it's the job after that. 
A post experience degree with experience after that is when 
it starts to pay and we tell them that." 
Surrey "Your right, but adding the MBA to their CV makes the 
difference." 
Liverpool "Yes it an over generalisation to say they just want the 
money, but that is strong motivating factor for them." 
Cardiff "Just getting the badge drives the economic decision." 
Southampton "An MBA does not guarantee you a massive salary 
anymore." 
South Bank "Research indicates little economic returns." 
Gloucester 11The MBA is seen by some as catalytic, some have huge 
expectations on earnings return, in reality it can be 
accelerator for many. Brand is important at all levels." 
Source Programme Directors Interviews 
Table 3.9: Evidence for External Career Benefit 
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Internal career benefits may be less tangible than the economic reward and 
career advancement expected. The suggestions made by Hay and 
Hodgkinson (2006) regarding increased autonomy, increased challenge, 
growth in competence and affirmation are more difficult for the Programme 
Directors to evaluate. These changes are the perceptions of the participants 
and as such are more difficult for external observers to validate. Nonetheless, 
within the response of the Programme Directors there is evidence that they 
recognise changes within their student group (Table 3.1 0). 
Institution Internal Career Benefit 
Westminster "Main driving factor? Somehow reached a stage in their 
career where they want to make a significant change." 
Leicester "The trick is to give them a way of unpicking it (their 
organisational culture) to find themselves some space both 
in terms of managing their career and doing the job 
properly." 
Southampton "It is helping them to manage their own life in a proactive 
way without relying on someone else." 
Liverpool " ... what we are bringing you is a quality management 
education and when you go back to your host organisation 
or country you have a real impact." 
South Bank "I think their objectives at the beginning might be somewhat 
different from what they end up actually. At the start they 
are looking for payoff in terms of specific units and subjects, 
but as they go they realise the value of the learning 
process." 
Gloucester "It is more about self-development and career shift, possible 
change of sector." 
Cardiff "The MBA is essentially a degree that gives an opportunity 
to understand a variety of areas to understanding 
management." 
Source Programme Directors Interviews 
Table 3.10: Evidence for Internal Career Benefit 
The growth of internal career success relates to self-development; the 
emphasis being on the encouragement of these 'soft skills' is reflected in the 
responses relating to epistemic value addressed in the following section. 
3.5.3.2 Support for Epistemic Value 
The core competencies identified by Rubin and Dierdorff (2009) in their 
American study of MBA courses were: Managing Decision-Making Processes, 
Managing Human Capital, Managing Strategy & Innovation, Managing the 
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Task Environment, Managing Administration & Control and Managing 
Logistics & Technology. These were all represented on these MBA 
programmes. The names of the modules varied by institution but essentially 
. . . 
the content remained fairly consistent, with the range of competences as 
expected within an MBA programme. A summary of how these institutions 
mapped these is shown in Table 3.11 and a full list of the core modules of 
each of the MBA programmes is shown in Appendix 3. 
Competencies Decision Human Strategy Task Admin. & Logistics 
Making Capital & Environment Control & 
Processes Innovation Technology 
Liverpool ../ ../ ../ ../ ../ ../ 
Westminster ../ ../ ../ ../ ../ ../ 
Southampton ../ ../ ../ ../ ../ ../ 
South Bank ../ ../ ../ ../ ../ ../ 
Surrey ../ ../ ../ ../ ../ ../ 
Leicester ../ ../ ../ ../ ../ ../ 
Gloucester ../ ../ ../ ../ ../ ../ 
Cardiff ../ ../ ../ ../ ../ ../ 
Source Programme Directors lnterv1ews 
Table 3.11: Mapping Managerial Competencies 
A consistent criticism in the literature was the gap between the 'hard' and 'soft 
skills' developed with the MBA (e.g. Navarro, 2008; Rubin & Dierdorff, 2009). 
Table 3.11 shows that the full range of managerial competences determined 
by Rubin and Dierdorff (2008) were offered on the MBA at the respondents' 
institutions. Hard skills are essential to the curriculum as the Liverpool 
Programme Director explains: 
aft is the acquisition of knowledge which gives them knowledge. Finance is a 
classic example." 
The concept of soft skill development is more difficult to draw out from simple 
listings of modules. Soft skills are embedded within the course and the 
delivery of that course, as best summarised by a response from the 
programme director at Southampton: 
"It is about soft/ intangibles, I don't agree with soft but I know what you mean it 
is about the ability to present to manage conflict the ability to negotiate all 
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those things that would fit in to the breadth of our MBA because we make our 
students work in groups. We do it on purpose." 
For all the Programme Directors, personal development was central to their 
• lloo • • 
course provision (Table 3.12). Students have the opportunity to develop: 
"Essentially there is Jots of divergence about the course they reassess their 
personal reasons about what they want what bits they can use in a particular 
Institution Personal Development 
Cardiff 
Southampton 
Liverpool 
South Bank 
Westminster 
Surrey 
Leicester 
Leicester 
"Personal Development is as big as theoretical 
development." ... "But for most people personal 
development is important otherwise the company director 
coming here would not do it." 
"We have changed it over the years at the moment we are 
pressing soft skills from the outset. It is still an academic 
MBA, but what we are finding that people with MBAs have 
to differentiate themselves." 
"But, I think a lot of our teaching of our management is 
geared to making them reflect on what they might do so 
more emphasis is placed on their personal 
development." ..... "We start at Induction. A couple days on 
self." 
"Our recent revalidation has emphasised this on the 
courses. Our weekend away in September starts in terms 
of self-reflection." 
"There is self-awareness they perceive themselves to be 
missing something-whether they are or not is another 
matter." 
"We run the residential to help develop leadership skills." 
"Yes, they come out of themselves become more 
interesting and enjoy the moment, that's the thing I find 
hardest to understand, I struggle with it in terms of what 
they are going to get out of it, in terms of articulating to 
them, in terms of the full time." ... "The other thing of 
course all around this speed you can bring that focus on 
their self- development and reflective skills." 
"What we need to do is the intrinsic growth, that's what we 
are doing this in the induction programme" 
Source Programme Directors lntetviews 
Table 3.12: Evidence for Personal Development in Course Design 
3.5.3.3 Support for Emotional Value 
The literature was unequivocal in supporting the development of emotional 
value (e.g. Baruch, Bell & Gray, 2003; Baruch & Peiperl, 2004; Simpson et al., 
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2005; Hay, 2006). The interviews with the Programme Directors endorsed this 
view with a consistent theme of a change in confidence being an observed 
trait within their cohorts of students (Table 3.12). One observation is that a 
number of respondents noted this attribute as one of the significant added 
value elements of their degree. 
Institution Change in Confidence 
Gloucester " ... self-validation seems important." 
South Bank " ... the growth in self-confidence.!" 
Southampton "If I could say that as a result of this it has made them 
more proactive, what I want is for them is not to blame 
someone else, but say what they are going to do about it. 
It is helping them to manage their own life in a proactive 
way without relying on someone else." 
Liverpool "The third thing is the transformation that is taking place 
with their lives ... , 
Westminster "It will give confidence in a setting where people are 
talking about subjects and circumstances that you don't 
know about in depth. It demystifies knowledge is power, 
you know the jargon it places you in a more confident 
situation." 
Leicester "It certainly is-the feedback that you get is the growth in 
confidence." 
Source Programme Directors lnteNJews 
Table 3.13: Evidence for Change in Confidence 
3.5.3.4 Support for Social Value 
Analysis of the literature indicated two sub-constructs within the social value 
construct, which have been outlined in the model development. These were 
the development of networking opportunities (Baruch, et al., 2003; Carmichael 
& Sutherland, 2005; Binks, 2006; Sturges et al., 2003, ltuma et al., 2007) and 
the growth of a social identity (Baruch & Peiperl, 2004). The interviews with 
the Programme Directors showed they recognised the networking 
opportunities that arose during the programme and the value of that network 
to the students (Table 3.14). However, no specific reference is made to 
professional identity in any of the interviews with the Programme Directors but 
there is a lot of reference to the 'badge' of the MBA. The literature suggests 
that the MBA badge conveys professional acceptance with respect to 
management (Sturges et al., 2003) and allows holders to distinguish 
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themselves with respect to their peers (ltuma et al., 2007). The proposed 
model positions the signal effect of the MBA within the conditional value 
construct and it is suggested that social identity, although sitting within the 
social value construct, is not independent of signal effect. 
Institution Networking within Programmes 
Gloucester 
South Bank 
Southampton 
Liverpool 
Leicester 
"Social Aspects are important- networking across sectors.'' 
"They are joining a network. I would not say our net is 
exclusive, but it gives them a broad basis to network well 
into the future." 
"Partly the group experience, partly the network where 
people are honest; unlike going to a network event which 
is normally self- romotion event." 
"It (the Football MBA) has a good programme a good 
network." 
"(Confidence) ... seems primarily derived from the group of 
people that they meet and stay in touch with for ever." 
Source Programme Directors Interviews 
Table 3.14: Evidence for Networking 
3.5.3.5 Support for Conditional Value 
The model for conditional value proposes two sub-constructs for the influence 
of ranking and the signal the MBA sends. The influence of ranking and 
accreditation split the Programme Directors, some recognising these as 
important factors for students with respect to choice and others suggesting it 
was not. This difference of opinion relates possibly to an extent that their own 
position in the market reflects, for the five unaccredited institutions interviewed 
for example, three felt that accreditation per se was not that important (Table 
3.15). 
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Institution Influence of ranking and accreditation 
Gloucester "Brand is important at all levels. Seems important for 
some, but for the overseas a "UK badge is important, cost 
is important. The Badge matters irrespective of institution." 
South Bank " ... to be frank our ranking is nowhere, but when they look 
at what we can offer one." 
Southampton "It (ranking) is for some. They weigh that up against AMBA 
and the reputation of the university as well." 
Liverpool "I don't think students feel it's critical, but when it is wafted 
in front of their nose they think it's important. Where it is 
critical is for our standing amongst our peers." 
Westminster "They are very conscious of the accreditation issue, they 
are very conscious of the status and the league tables of 
business school." 
Leicester "Accreditation is mentioned much less frequently than it 
was by students. It makes a difference if they are holding 
more than one offer.'' 
Surrey "Ranking seems important, but for most of our intake it is 
not a great issue." 
Source Programme Directors Interviews 
Table 3.15: Evidence for Ranking and Accreditation 
The MBA signal by contrast was felt to be a significant factor in the way the 
MBA was viewed by the students; it gave cultural capital, particularly to the 
overseas students, as seen in Table 3.16. Other responses indicated that the 
Programme Directors recognised that the attractiveness of the MBA course is 
partially the result of processes outside of their direct control. The reputation 
of UK higher education is obviously strong and the association of the capital 
city was evident from the response of the two London-based universities, 
although the assertion that if Leicester City were in the premier league the 
recruitment for the MBA full-time programme at that university would increase 
by 30o/o I suggest will remain unproven. 
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Institution The MBA Badge 
South Bank 
Gloucester 
Southam ton 
Cardiff 
Westminster 
Leicester 
Surrey 
u .. students are looking at the MBA particularly as a badge" 
uThe Indian students focus more on increased earnings 
whilst the Africans feel both badge and earnings are 
im ortant." 
"The MBA is a badge; they think it is a badge." 
"It is very important for many of the overseas students 
who would choose an MBA any day over an MSC." 
" .. are aware they need a certain specific type of 
knowledge or they need the badge." 
Ｍ］ＭＭＭＭＭＭＭＭＭＭＭＭＭＭＭＭＭＭｾ＠
"They want the badge it is real human motivation. They 
want something to show they are cultural! acce ted." 
"Not what it was, but still important to the overseas 
students." 
Source Programme Directors lnteNiews 
Table 3.16: Evidence for the Signal effect of the MBA 
3.6 Corrections to the theoretical model 
After the analysis of the Programme Director interviews, the theoretical model 
could be further developed. The evidence from the interviews confirmed that 
the proposed framework was a satisfactory model to appraise MBA value. All 
five main constructs of the 'get' component and their contributory sub-
constructs were, bar one sub-construct, highlighted as contributory to the 
overall value of the MBA. The one sub-construct that was not directly alluded 
to by the Programme Directors during the interview process was Professional 
Identity. The literature implied this was a relevant construct and it remains 
within the model on the strength of the review. However, the interview process 
did identify some modification to the model. As a result of their responses, the 
importance of pedagogy as a significant construct was recognised (Table 
3.17). This was an error within the model development. There was debate 
within the literature on the pedagogy used in management education and it 
had been part of· the arguments of Mintzberg and his British co-author 
Gosling, that pedagogies grounded in students' own experiences and 
providing reflection should be developed within the MBA teaching structures 
(Gosling & Mintzberg, 2004, 2006). Others such as Welsh and Dehler (2007) 
extended the argument to position critical reflection as the key pedagogical 
approach, which should be adopted. 
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Institution Pedagogy 
South Bank 
Cardiff 
Southampton 
Liverpool 
Liverpool 
Leicester 
Surrey 
"We develop the more marketable skills like presentation 
skills that I think is one of the key element. In China for 
example they have different way of learning in Higher 
education:" 
" ... So that to critically analyse is to precede practically every 
other element." 
ｾｾｷ･＠ have changed the MBA this year and now we teach the 
core modules then some options and then some integrated 
work to pull it together at the end." 
"Good schools are not afraid to engage in wider areas such 
things as business history, not afraid to get a copy of the 
economist and throw it down and address current 
issues ...... For schools like us we should be saying here is 
the theory and this is how you do it." 
" ... Whereas on the MBA the experience distinguishes the 
course. We would not expect to see the same sort of 
teaching." 
"All the literature is about designing a culture; most of the 
kids are not going to be in position to do that most will be in 
a position of being moved round by the vagaries of some 
poorly designed culture. The trick is to give them way of 
unpicking it to find themselves some space both in terms of 
managing their career and doing the job properly." 
"The simulation and action case are integrating features 
within the course. These help to develop more transferable 
skills." 
Source Programme Dtrectors lntervtews 
Table 3.17: Evidence for Influence of Pedagogy on the MBA 
This realisation that pedagogy had been an omission led to a redesign of the 
theoretical model to recognise this change but where pedagogy is positioned 
within the model needs consideration. The pedagogical approach adopted is 
intended to achieve the learning outcomes. This leads to pedagogy acting as 
an influencing factor on the development of competences and epistemological 
value and pedagogy is positioned within the redesigned model accordingly, as 
depicted in Figure 3.1 0. 
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Figure 3.10: Further Revision of Proposed Theoretical Model 
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3. 7 Hypotheses Development 
The research proposes to examine the proposition that the expanded model 
can provide a framework for the value of the MBA and that these six 
. . . 
constructs represent a measure of that consumption value. This leads to the 
following hypotheses. 
Ho: MBA students' perception of the value of the MBA is not a function of 
multiple consumption values 
H1: MBA students' perception of the value of the MBA is a function of 
multiple consumption values. 
The relative strength of the six consumption variables in this context of MBA 
value leads to the remaining sub-hypotheses. It is hypothesised that the six 
values of the SNG model make differential contributions 
Ho: Each factor of the consumption model of the MBA value does not 
ｲ･ｰｲ･ｳｾｮｴ＠ a differential contribution. 
H2 : Each factor of the consumption model of the MBA value does 
represent a differential contribution. 
Following the work of Simpson (2000; Simpson et al., 2005) and evidence 
from AMBA (2007), the influence of gender on the economic value leads to a 
sub-hypotheses that can be tested through this proposed model. 
Ho MBA students' perception of the functional value of the MBA is not a 
function of gender. 
H3 MBA students' perception of the functional value of the MBA is a 
function of gender. 
The Programme Directors' interviews suggested that a further sub-hypothesis 
can be tested by this proposed model. 
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H0 MBA students' perception of their development of competences is 
not a function of pedagogy. 
H4 MBA students' perception of their development of competences is a 
' . . 
function of pedagogy. 
The literature on the remaining functions has not identified any specific 
mediator with respect to their relation to the consumption construct. However, 
the research will seek to determine the extent that these value judgements are 
influenced by a range of benchmark variables. MBA education is offered in a 
variety of modes and two will be examined here, those being full-time and 
part-time. Also the course provision is segmented to attract a range of 
students from recent graduates, managers with some degree of work 
experience to experienced professionals on executive programmes and offers 
the degree programme to international and home students. So the analysis 
will explore the influence of the mode of study, previous work experience and 
internationalisation on graduates' perceptions of the value from their MBA. 
Hence the following sub-hypotheses are proposed: 
Ho MBA students' perceptions of the value of the MBA do not change 
according to their previous experience. 
Hs MBA students' perceptions of the value of the MBA change according 
to their previous experience. 
Ho MBA students' perceptions of the value of the MBA do not change 
according to their mode of study. 
Hs MBA students' perceptions of the value of the MBA change according 
to their mode of study. 
Ho MBA students' perceptions of the value of the MBA do not change 
according to their status (International or Home). 
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H7 MBA students' perceptions of the value of the MBA change according 
to their status (International or Home). 
Finally how important is the tier of the MBA programme and is the value 
greater at accredited institutions? This leads to the final hypothesis. 
H0 MBA students' perceptions of the value of the MBA do not change 
according to the Tier of the awarding institution. 
Ha MBA students' perceptions of the value of the MBA do change 
according to the Tier of the awarding institution. 
3.8 Determining the Dimensions of the Value Constructs 
3.8.1 The Functional Value Dimensions 
The development of an individual's career was identified as a major reason for 
undertaking the MBA (Ozbilgin et al., 2005; Pfeffer, 2005; Buchannan et al., 
2007). A number of validated instruments were examined with relation to this 
construct. MBA students have a strong careerist orientation and a 23 point 
scale developed by Feldman and Weitz (1991) was examined as a potential 
measure. Their work based on Business School students focused on the 
behaviour patterns of individuals within the workplace and did not differentiate 
the external and internal constructs' success clearly, so it was discounted. 
Another instrument found within the literature, which related specifically to 
MBA career expectations, was the MBA Career Expectations Scale 
(MBACES) developed by Simmering and Wilcox (1995). This instrument again 
failed to clearly delineate the differences between internal and external career 
success. The most directly relevant work found was that on career 
competences by Kuijpers et al. (2006), who in their study of 1600 Dutch 
employees clearly established factors relating to extrinsic and intrinsic factors 
relating to internal and external career success: 
External Success 
1. Career actualisation which reflects extrinsic success in higher salary 
and status via promotion. 
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Internal Success 
2. Career Reflection as an intrinsic measure where one's skills and 
competences are reviewed and matched to the career. 
3. Motivation reflection enables one to make realistic choices with respect 
to career. 
4. Work exploration being able to match an individual's competencies to 
the organisations requirements. 
5. Career Control assuming individuals who learn about their career will 
achieve internal success. 
A number of items were then developed to reflect these 6 factors and test in 
the pilot survey (Table 3.18). 
Sub-Construct Items 
External Career 
Career Actualisation The MBA has improved my salary. 
The MBA has increased my chances of promotion. 
Internal Career 
Career reflection The MBA degree has enabled to me to reconcile my 
career to my own goals and values. 
The MBA has made me much more aware of my 
skills and competences. 
Motivation reflection The MBA has made me more realistic in my career 
choice. 
By pursuing an MBA, I have learnt more about the 
kinds of career opportunities that might be right for 
me. 
Work exploration The MBA has enabled me to fit my organisation's 
requirements. 
Career Control I hope my career goals will become clearer while I 
am pursuing an MBA. 
Source Research 
Table 3.18: Items for External and Internal Career Success 
Added to these as a measure of the functional value were items reflecting the 
notion of entrepreneurship. More students are indicating that they were 
applying for the MBA in the expectation of developing the skill set for building 
their own business, with 29o/o of all applicants in 2009 expressing this as a 
motivation for their MBA application (Quacquarelli et al., 2009). Other 
researchers have also focused on the effects of entrepreneurship education in 
MBA programs (Wilson et al., 2007). So this specific career aspiration should 
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be acknowledged as an additional measure of internal career success and the 
following items shown in Table 3.19 were developed as measure of these 
dimensions. 
Sub-Construct Items 
Entrepreneurism I wanted to be an entrepreneur, and felt that an MBA 
degree gave me the tools I need to accomplish this 
objective. 
By studying for an MBA, I hope to learn how to start a 
business. 
Source Research 
Table 3.19: Items for Entrepreneurship as External Career Success 
3.8.2 The Epistemic Value Dimensions 
The epistemic value construct related to the knowledge that was gained during 
the MBA. The literature review showed a tacitly agreed range of competences 
to be expected from MBA degrees (Haksever et al., 1998; Baruch & Peiperl, 
2000; Baruch & Leeming, 2001; Sturges, Simpson & Yochanan, 2003; Baruch 
& Peiperl, 2004; Navarro, 2008; Belasen & Rufer, 201 0). Both the literature 
review and the Programme Director interviews confirmed that the curriculum 
reflected strong commonality. This being the case, it can be reasoned that · 
wherever the MBA was taken, it can be expected to deliver a similar range of 
competencies. Rubin and Dierdorff (2009) mapped management competencies 
against MBA curricula and confirmed that the 6 major areas of managerial 
competencies they had identified were represented in most MBA programmes 
in their American sample. Similarly, the review of the programmes in the small 
UK sample in this research showed a similar result. The nomenclature of this 
grouping of competencies (Managing Human Capital, Managing Logistics and 
Technology, Managing Decision-making Processes, Managing Administration 
and Control, Managing Strategy and Innovation and Managing the Task 
Environment) does pose problems for any respondent. It means that 
respondents in the student survey would need clear guidance on each specific 
category and in the context of developing an instrument a more explicit, 
categorisation would be clearer. Baruch and Peiperl (2000) had described 18 
core competencies, which graduates could expect to be enhanced on the MBA, 
which can be seen in Table 3.20. 
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Competencies 
Effective reading Financial skills Accountancy skills 
Oral presentations Managing change Working in teams 
Written presentations Stress management Negotiating skills 
Time management Career management Self-confidence 
Interviewing Research skills Decision-making 
Interpersonal Skills Abstract Thinking Managing Others 
Source: Baruch and Pe1perl , (2000) 
Table 3.20: Competencies Enhanced by the MBA 
These competencies can be mapped against the competence categories 
described by Rubin and Dierdorff (2009) but unlike Rubin and Dierdorff' s 
categories, do not need any further explanation for respondents as their 
meaning is self-evident, so these were used as the items for the measure of 
Epistemic Value. Three of Baruch and Peiperl (2004) competencies were left 
from the list, these being Career Management, Self-confidence and Stress 
Management, as all competences were more fully developed within the other 
value constructs. The pilot instrument then simply asked for scale changes in 
these competences to be reported. This list of competences was then 
organised to address a significant issue that the literature had highlighted. The 
literature had shown concerns between hard and soft skill development on the 
MBA (e.g. Navarro, 2008; Rubin & Dierdorff, 2009). On this basis, they were 
split into hard (i.e. technical) and soft (i.e. social or behavioural) competences, 
as represented in Table 3.21, to enable further analysis. 
Hard Skills Sof t Skills 
Time management Interviewing 
ＭＭｾＭＭＭＭＱ＠
Financial skills Interpersonal skills 
Accountancy skills Working in teams 
Effective reading Negotiating skills 
Oral presentations Managing change 
Written presentations Decision-making 
Research skills Managing others 
Abstract thinking Stress management 
Source: Baruch and Peiperl, (2000) 
Table 3.21: Competencies by Hard and Soft Skill Development 
3.8.3 The Social Value Dimensions 
The literature indicated that networking was an important feature of the social 
value likely to be gained on the MBA (Seibert et al. , 2001; Sparrowe et al., 
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2001; Baruch Bell & Gray, 2005; Binks, 2006; Sturges et al., 2003; ltuma et 
al., 2007). Marsden (1990), in his meta-analysis of network measurement, 
reported that respondents to surveys were capable of reporting on their local 
networks in general terms but were unable to give useful data on detailed 
discussion of topics or discussions. Ferret and Dougherty (2001) had 
developed a networking behaviour scale that included five types of network 
behaviour: maintaining contacts, socialising, engaging in professional 
activities, participating in community activities and increased internal visibility. 
Use of their scale would be useful but perhaps unnecessarily complex in the 
context of this particular instrument. The value added to MBA graduates is 
best reported in terms of the growth and potential usefulness of their networks 
as a result of doing the degree. Dobrow and Higgins (2005) suggest that 
network range and density are the key concepts to consider, with range being 
the number of social systems from which the network members come and 
density being the extent that the members are connected to each other. The 
greater the range or the lower the density of the network, the less redundant 
the network is and therefore there is greater access to information (Higgins & 
Kram, 2001). So within the context of this model it is purely the recognition 
that networking is or is not influential in adding value to the MBA that needs to 
be recognised by the respondents and as such the measurement of the 
networking dimension was restricted to items that reflected that recognition of 
networking. Consequently two items were developed to show the increase in 
range and density of their network arising from the MBA, Table, 3.22. 
ｾ＠ - -
Sub-Construct Item 
Network Range "In general doing the MBA has increased my business 
contacts." 
Network Density "In general I am very close to those contacts I made 
during my MBA." 
Source: Researcher 
Table 3.22: Networking items 
Ibarra (1999) noted that professional identity adaptation and change are most 
likely to occur during career transitions, such as during the move from school 
(in the university sense) to work or between changes in employment. Ibarra 
(1999) arrived at these conclusions through the use of interviews and thematic 
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analysis. The measurement of professional identity has however been left to 
other theorists. Dobrow and Higgins (2005) suggest four items to measure 
professional identity and found their items had a high internal consistency with 
. . . 
Cronbach's Alpha of 0.9 and were distinct from other subject outcomes. Given 
this, the items were adopted for use in this survey with a slight change in 
wording to reflect the particular context as seen in Table 3.23. 
Sub-Construct Item 
Professional "During the MBA I have developed a clear career and 
Identity professional identity." 
"Since the MBA I am still searching for my career and 
professional identity" (reverse coded). 
"I know who I am professionally and in my career." 
"I do not yet know what my career and professional 
identity is" (reverse coded) . 
Source: Dobrow and Htggms (2005) 
Table 3.23: Professional Identity items 
3.8.4 The Emotional Value Dimensions 
The literature review showed that personal growth had been continually 
highlighted as an intrinsic outcome of MBA programmes (Higlert, 1995; 
Baruch & Leeming, 2001; Baruch, Bell & Gray, 2005; Baruch & Peiperl, 2004; 
Carmichael & Sutherland, 2005; Simpson et al., 2005; Hay, 2006). The 
literature concluded that measures of self-esteem and self-efficacy were likely 
to best represent the changes in the self that would occur as a result of MBA 
study. In order to measure changes in self-esteem, a number of instruments 
were considered. According to one review carried out over 17 years ago 
(Biaskovich & Tomaka, 1991, cited in Kline, 2000) at least 200 different 
measures of self-esteem have been developed. The most widely used test 
has been the Rosenberg Self-Esteem (RSE) scale (Rosenberg, 1965) and 
this has been generally accepted as the benchmark instrument (Anastasi & 
Urbina, 1997, cited in Chen et al., 2001). There has been criticism over the 
low number of items but Blaskovich and Tomaka in their 1991 study found 
over 1200 references to this scale and that it has had more psychometric 
analysis and empirical validation than any other self-esteem measurement 
(Robins et al., 2001). However the attraction of this ten point scale has been 
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its high degree of reliability, internal consistency and validity (Biaskovich & 
Tomaka, 1991 cited in Kline, 2000). The RSE scale has been further 
developed by Crocker into the Contingent Self-Worth (CSW) scale (Crocker et 
al., 2003) and directly applied to a higher education environment. This 
expands the RSE Scale and its 10 item, one factor measure of self-worth into 
a seven factor scale encompassing sub-scales: relating to family support, 
competition, appearance, god's love, academic competence, virtue, and 
approval from others and comprises of 32 items. Although appearing to be a 
useful instrument that has been used in the same environment, the numbers 
of items contained within it were thought to be too numerous in the context of 
the instrument here. Although it did however reflect the use of sub-factors in 
determining self-esteem, which is characteristic of later tests that move away 
from Rosenberg's uni-dimensional scale. Other scales considered were the 
Tennessee Self Concept Scale (TSCS) (Kline 2001), which looked at five sub 
factors: moral self, personal self, family self, and social self but although 
reliable and offering an interesting series of measures over and above the 
main five factors, the large number of items (1 00) again meant discounting 
this and others, such as the Coopersmith Self-Esteem Inventory with 58 
items. There was significant attraction in using a single item scale and Robins 
et al. (2001) had reported in their research that self-esteem can be measured 
by just one item. They argued that a single item has many practical 
advantages, such as when embedded in large surveys in a range of research 
contexts as well as eliminating item fatigue. A single item response correlated 
highly with findings from the RSE scale, and had similar relations with a wide 
range of measures linked to self-esteem by other research, so supporting the 
construct validity of a single item (Robins et al., 2001). Although there are 
benefits in aggregating over multiple items, random errors will cancel out - as 
predicted by classical reliability theory (Robins et al., 2001). On balance 
however, the choice of the Rosenberg Scale was deemed to be the most 
appropriate measure for this study. There are two arguments for its inclusion. 
Firstly, as seen above, Rosenberg provides a limited number of items with 
which to measure self-esteem compared to several alternatives and given the 
number of potential items in the instrument being devised for this study offers 
a validated practical solution to the measure of self-esteem. Although, the 
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single item measure offered by Robins et al. (2001) has attraction in this 
context the use of RSE is predominant in the literature. Secondly, the uni-
dimensional measure given by the RSE scale has received more 
psychometric analysis and empirical validation than any other self-esteem 
measure (Byrne, 1996 cited in Robins et al. 2006; Gray-Little et al. 1997) With 
Gray-Little et al. (1997 p. 450) concluding that, "The RSE is a reliable and 
valid measure of global self-worth and deserves its widespread use and 
continued popularity". Gray-Little et al. (1997) also conclude that the RSE 
scale could potentially be shortened without compromising the measurement 
of global self-esteem. 
Support for this approach was found during the last four decades that the 
scale has been used, as a number of researchers have reduced the number 
of selected items and found little diminution in the usability of the scale (e.g. 
O'Malley & Bachman, 1983; Tafarodi & Swann, 1995; Steinfield, Ellison & 
Lampe, 2008). The number of items chosen from Rosenberg's original ten can 
be seen in their research and has varied with O'Malley and Bachman (1983) 
using 4 items, Tafarodi and Swann (1995) using 6 items and Steinfield, Ellison 
and Lampe (2008) using 7 items. There is however a lack of consistency in · 
the overlap of items chosen, as can be seen in Table 3.24. 
Rosenberg Self-Esteem Scale Original Tafarodi Steinfield O'Malley 
items and et al. and Swann (2008) Bachman 
(1995) (1983) 
On the whole I am satisfied with myself. ./ ./ ./ 
At times I think I am no good at all.® ./ 
I think that I have a number of good ./ ./ ./ 
qualities. 
I am able to do things as well as most other ./ ./ ./ 
people. 
I feel I do not have much to be proud off. ® ./ 
I certainly feel useless at times. ® ./ 
I feel I am a person of worth at least on an ./ ./ 
equal plane to others. 
I wish I could have more respect for myself. ./ 
® 
All in all I am inclined to feel I am a failure. ® ./ 
I take a positive attitude towards myself. ./ 
Source: O'Malley and Bachman (1983), Tafarod1 and Swann (1995) and Ste1nf1eld et al. (2008) 
Table 3.24: Item Reduction in Rosenberg's Self Esteem Scale 
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A reduced number of items or a single item measure had attraction given the 
potential number of possible items that might be contained in the potential 
final instrument and this might be a usable alternative if the RSE was a uni-
. . .. 
dimensional measure as Rosenberg (1965) had suggested. However, since 
the original work was published, researchers have suggested that the scale 
reflects a two-dimensional construct with both positive and negative images of 
the self (e.g. Bachman & O'Malley, 1986; Greenberg et al., 2003). During 
these studies, the five positively worded items and the five negatively worded 
items are considered as separate factors. These constructs can be expressed 
as self-competence (i.e. feeling one is confident, capable and efficacious) and 
self-liking (i.e. feeling one is good, socially relevant and contributes to group 
harmony}, (Schmitt & Allik, 2005). So as part of an initial study into the 
construct of emotional value, a test to ascertain the viability of reducing the 
number of items and to see if there was a two-dimensional effect to this scale 
was undertaken. A group of 130 postgraduate management students were 
asked to complete a standard Rosenberg Self-Esteem Scale to which was 
added an additional item, "I have a high self-esteem", reproducing Robins et 
al. (2001) work to ascertain if this single item could replace the use of the RSE 
scale, Table 3.25. 
Statement Strongly Agree Disagree Strongly 
Agree Disagree 
RSE1 I feel that I am a person of worth, at 
least on an equal plane with others. 
RSE2 I feel that I have a number of good 
qualities. 
RSE3 All in all, I am inclined to feel that I am 
a failure.® 
RSE4 I am able to do things as well as most 
other people. 
RSE5 I feel! do not have much to be proud 
of. ® 
GEN1 I have high self esteem 
RSE6 I take a positive attitude toward myself. 
RSE7 On the whole, I am satisfied with 
myself. 
RSE8 I wish I could have more respect for 
myself.® 
RSE9 I certainly feel useless at times. ® 
RSE10 At times I think I am no good at all.® 
Source: Rosenberg(1965)and Robtns et al. (2001) 
Table 3.25: Rosenberg's Self Esteem Scale plus single item 
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The original test was designed as a Guttman four point scale and this scale 
was reproduced in this test. To score the items, a value was assigned to 
each of the 1 0 items as follows: 
For RSE items 1, 2, 4, 6 and 7: Strongly Agree=3, Agree=2, Disagree=1, 
and Strongly Disagree=O. 
For RSE items 3, 5, 8, 9 and 10 (which were then reversed): Strongly 
Agree=O, Agree=1, Disagree=2 and Strongly Disagree=3. 
Inserted was the single item "I have high self-esteem" (GEN1), which 
Robins et al. (2001) had used. Post-testing, two additional variables were 
calculated from the results. These represented the item choices from 
Tafarodi and Swann (1995), where totals were calculated for 6 items, 
(Tarafodi6) and Steinfield, Ellison and Lampe (2008) where totals were 
calculated for 7 items, (Steinfield7) and finally the single statement score 
was represented by Gen 1. The correlations of these scores were then 
computed as illustrated in Table, 3.26. 
TOTAL GEN1 Tafarodi6 Stfield7 
TOTAL Pearson Correlation 1 .601 (**) .953(**) .934(**) 
Sig. (2-tailed) 
.000 .000 .000 
N 130 130 130 130 
GEN1 Pearson Correlation 
.601 (**) 1 .501 (**) .614(**) 
Sig. (2-tailed) 
.000 .000 .000 
N 130 130 130 130 
Tafarodi6 Pearson Correlation 
.953(**) .501 (**) 1 .823(**) 
Sig. (2-tailed) 
.000 .000 .000 
N 130 130 130 130 
Stfield7 Pearson Correlation 
.934(**) .614(**) .823(**) 1 
Sig. (2-tailed) 
.000 .000 .000 
N 130 130 130 130 
**Correlation 1s s1gn1ficant at the 0.01 level (2-talled). 
Source: Research 
Table 3.26: Correlations for RSE v Single, 6 and 7 items 
The results agree with Robins et al. (2001) in that the correlations of the single 
item scores to the RSE totals do show a high correlation, r= 0.601, p=.OOO. 
Even higher levels of correlation were found for the reduced number of items 
used by Tafarodi and Swann (1995) r= 0.953 p=.OOO and for Stenfield et al. 
(2008) r= 934 p=.OOO all three results are significant at the 0.01 level 
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suggesting that a reduced number of items could be used without reducing 
the quality of the measurement in the final instrument. 
The results were also tested to see if the RSE had two distinct factors, did the 
positively worded items load on one factor and the negatively worded items on 
another? Pallant (2003) citing Nunnally (1978) suggests a ratio of 10 cases 
for each item to be factor analysed and the sample of 130 for the 10 items in 
the RSE scale suggests that this was an adequate number to test for this. 
Factor analysis was used and in this case a principal extraction and varimax 
rotation method was used on the responses to the RSE statements. Firstly the 
data was assessed for suitability for factor analysis, a correlation matrix was 
derived and the Kaiser-Meyer-Oikin Measure of Sampling Adequacy (KMO) 
and Barlett's Test of Sphericity calculated as seen in Tables 3.27 and 3.28. 
RSE1 RSE2 RSE3 RSE4 RSE5 RSE6 RSE7 RSE8 RSE9 
Correlation RSE1 1.000 .626 .283 .274 .490 .383 .421 .387 .101 
RSE2 
.626 1.000 .272 .324 .423 .381 .491 .504 .124 
RSE3 
.283 .272 1.000 .252 .485 .358 .296 .457 .287 
RSE4 
.274 .324 .252 1.000 .302 .261 .369 .177 .067 
RSE5 
.490 .423 .485 .302 1.000 .465 .487 .599 .189 
RSE6 
.383 .381 .358 .261 .465 1.000 .500 .313 .346 
RSE7 
.421 .491 .296 .369 .487 .500 1.000 .374 .265 
RSE8 
.387 .504 .457 .177 .599 .313 .374 1.000 .274 
RSE9 
.101 .124 .287 .067 .189 .346 .265 .274 1.000 
RSE10 
.268 .251 .357 .035 .326 .380 .275 .255 .702 
Source Research 
Table 3.27: Correlation Matrix of Rosenberg Self Esteem items 
Kaiser-Meyer-Oikin Measure of Sampling 
Adequacy. 
Bartlett's Test of 
Sphericity 
Approx. Chi-Square 
df 
Sig. 
Source Research 
.778 
480.314 
45 
.000 
Table 3.28: KMO and Bartlett's Test 
RSE10 
.268 
.251 
.357 
.035 
.326 
.380 
.275 
.255 
.702 
1.000 
The results in Table 3.27 indicate that there are a number of items with 
correlations above 0.3, the Kaiser-Meyer-Oikin value was 0.778, exceeding 
the recommended value of 0.6 (Kaiser, 1974) and Bartlett's Test of Sphericity 
(Bartlett, 1954, cited in Pallant, 2003) is significant (p=.OOO). Therefore factor 
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analysis was appropriate as these tests supported the factorability of the 
correlation matrix. Principal components analysis revealed two components. 
These were found using the eigenvalue rule (Kaiser's criterion) and each had 
an eigenvalue greater than one, explaining 41.7o/o and 14.7°/o of the variance 
respectively (Table 3.29). 
Extraction Sums of Squared Rotation Sums of Squared 
Comp. Initial Eigenvalues Loa din ｾｳ＠ Loadin JS 
%of Cumulative %of Cumulative %of Cumulative 
Total Variance % Total Variance % Total Variance % 
1 4.169 41.691 41.691 4.16 41.691 41.691 3.43 34.288 34.288 
2 1.472 14.719 56.410 1.47 14.719 56.410 2.21 22.122 56.410 
3 
.903 9.028 65.438 
4 
.841 8.409 73.847 
5 
.643 6.427 80.274 
6 
.570 5.699 85.972 
7 
.451 4.515 90.487 
8 
.437 4.369 94.856 
9 
.310 3.098 97.954 
10 
.205 2.046 100.000 
Source Research 
Table 3.29: Principal Component Analysis 
An inspection of the scree plot also revealed a clear break after the second 
component (Appendix ?).Using this evidence from Catell's (1966, cited in 
Pallant, 2003) scree test, it was decided to retain two components for further 
investigation. To aid the interpretation of these components, a Direct Oblimin 
rotation was performed. The reason this form of rotation was chosen was it 
assumes the factors to be correlated For the purposes of this oblique rotation 
correlations of greater than 0.3 were specified (Pallant, 2003), lower 
correlations are unlikely to be of significance and it is hoped that a 'simple 
structure' of strong loadings of variables on one component will become clear 
(Jennrich, and Sampson, 1966; Tabachnick and Fidell, 1996). Previous work 
had suggested that the positive and negatively worded items relate to two 
correlated but distinct factors (e.g. Horan et al., 2003; Tafarodi & Swann, 
1995) so suggesting this form of rotational analysis would be appropriate. The 
rotated solution revealed the presence of a simple structure as shown in Table 
3.30. 
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1 2 
RSE2 
.779 
RSE5 
.771 .339 
RSE1 
.748 
RSE7 
.719 
RSE8 
.682 .347 
RSE6 
.618 .486 
RSE4 
.550 
RSE3 
.547 .477 
RSE9 
.895 
RSE10 
.316 .886 
Extraction Method: Pnnc1pal Component Analysis. 
Rotation Method: Oblimin with Kaiser Normalization. 
Source Research 
Table 3.30: Rotational Analysis 
The results do show a moderate loading of some variables on both factors 
and some split between the negatively and positively worded items reflecting 
the two factor description of Rosenberg's scale in previous work (e.g. 
O'Malley & Bachman, 1986; Tafarodi & Swann, 1995; Greenberg et al., 2003). 
The results offer moderated support for the hypothesised two-dimensional 
structure of the RSE scale but the literature is still undecided. Mansell and 
Corwyn (2003) argue that the appearance of two factors is due to a method 
effect of item wordings. Also as the earlier correlations had shown a reduced 
number of items would be effective in measuring the self-esteem construct, it 
raised the question of the influence of a reduced number of items on this two-
factor structure. The number of items was reduced to those suggested by 
Tafarodi and Swann (1995) and the factor analysis repeated with a principal 
extraction and varimax rotation method. Firstly the data was assessed for 
suitability for factor analysis, a correlation matrix was derived and the Kaiser-
Meyer-Oikin Measure of Sampling Adequacy (KMO) and Barlett's Test of 
Sphericity calculated (Tables 3.31 and 3.32). 
RSE2 RSE4 RSE7 RSE8 RSE9 RSE10 
Correlation RSE2 1.000 .324 .491 .504 .124 .251 
RSE4 
.324 1.000 .369 .177 .067 .035 
RSE7 
.491 .369 1.000 .374 .265 .275 
RSE8 
.504 .177 .374 1.000 .274 .255 
RSE9 
.124 .067 .265 .274 1.000 .702 
RSE10 
.251 .035 .275 .255 .702 1.000 
Source Research 
Table 3.31: Correlation Matrix reduced number of RSE items 
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Kaiser-Meyer-Oikin Measure of Sampling 
Adequacy. 
Bartlett's Test of 
Sphericity 
Approx. Chi-Square 
df 
Sig. 
Source Research 
Ｎ ＶＴｾ＠
207.501 
15 
.000 
Table 3.32: KMO and Bartlett's Test for reduced number of items 
The results in Table 3.30 indicate that there are a number of items with 
correlations above 0.3, the Kaiser-Meyer-Oikin value was 0.643 exceeding the 
recommended value of 0.6 (Kaiser, 1970, 1974) and Bartlett's Test of 
Sphericity (Bartlett, 1954, cited in Pallant, 2003) is again significant (p=.OOO). 
Therefore factor analysis was appropriate as these tests supported the 
factorability of the correlation matrix. Principal components analysis revealed 
two components. These were found using the eigenvalue rule (Kaiser's 
criterion) and each had an eigenvalue greater than one, explaining 42.3%> and 
22. 7o/o of the variance respectively (Table 3.33). 
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Rotation Sums of 
Extraction Sums of Squared Squared 
Initial Eigenvalues Load ｩｮｾ＠ s Loadings( a) 
%of Cumulative %of Cumulative 
Component Total Variance % Total Variance % Total 
1 2.534 42.229 42.229 2.534 42.229 42.229 2.227 
2 1.364 22.735 64.964 1.364 22.735 64.964 1.917 
3 
.814 13.573 78.537 
4 
.552 9.197 87.733 
5 
.473 7.890 95.623 
6 
.263 4.377 100.000 
Source Research 
Table 3.33: Principal Component Analysis ... Reduced Number of items 
The results indicate two factors and when the Direct Oblimin rotation was 
performed (Table 3.34) once again a simple structure was identified with a 
moderate loading on both components with some variables 
Com anent 
2 
RSE2 
.815 
RSE7 
.767 -.301 
RSE8 
.668 -.358 
RSE4 
.654 
RSE9 
-.909 
RSE10 
-.908 
Extraction Method: Principal Component Analysis. 
Rotation Method: Oblimin with Kaiser Normalization. 
Source Research 
Table 3.34: Rotational Analysis - Reduced Number of items 
This analysis confirms reducing the number of items does not change the 
apparent two-factor structure of the RSE and suggests that the reduced item 
scale for RSE scale offers a method of using a well-validated instrument to 
measure self-esteem with the potential to extend the analysis across two sub-
factors reflecting self-competence and self-liking (Tafarodi & Swann, 1995; 
Tafarodi & Milne, 2002). Although a simple two-factor structure is not fully 
differentiated there is recognition that the two factors may offer further insight 
into the analysis of this part of the emotional value construct, so a single scale 
item was rejected and the 6 items used by Tafarodi and Swann 1995 taken 
from Rosenberg's original scale items were adopted for use in this survey 
(Table 3.35). 
97 
---------------------------------- ---
Self-Esteem Scale 
Self-Competence 
Self-Liking 
On the whole I am satisfied with myself. 
I am able to do things as well as most other people. 
I think that I have a number of good qualities. 
At times I think I am no good at all.® 
I certainly feel useless at times. ® 
I wish I could have more respect for myself. ® 
Source: Tafarodt and Swann (1995) 
Table 3.35: Self Esteem items 
The second sub-construct to the emotional dimension was self-efficacy as the 
literature had raised the concern of the difficulty of distinguishing between 
self-esteem and self-efficacy (Eden & Aviram, 1993; Stanley & Murphy, 1997) 
so a measure of self-efficacy was sought. Chen et al. (2001) confirmed this 
reporting that the measure is predicted to be a useful supplement to measures 
of self-esteem when studying general performance. Inevitably a number of 
self-efficacy measures have been used. One of the most popular tests has 
been The General Self-Efficacy Scale (GSE) developed by Sherer et al. 
(1982); a 17 item scale primarily developed for personality testing but often 
used in organisational settings. It has been found to be highly reliable with 
internal consistency scores greater than 0.7 Cronbach Alpha (Schaubroeck & 
Merritt, 1997; Smith & Foti, 1998). However, criticism of the scale and its 
validity has been raised by Chen et al. (2001) who argue that the scale was 
conceived as a uni-dimensional measure and its presentation as a three-
factor structure represents a range of behavioural implications of self-efficacy 
rather than the self-efficacy construct itself. In addition to this major criticism 
the test-retest reliability of the GSE scale was also found to be weak and the 
scale showed significant correlation with self-esteem measures (Chen & 
Gully, 1997). Addressing these, Chen et al. (2004) developed the New 
General Self-Efficacy (NGSE) scale of eight items. Their research reported a 
scale that was uni-dimensional, internally consistent with Cronbach Alpha, 
scores greater than 0.85 and with good evidence for discriminant and content 
validity. The NGSE scale was not the only alternative to the GSE scale. An 
alternative test, used mainly outside of America, called the General Perceived 
Self-Efficacy (GPSE) ten item scale developed by Schwarzer and Jerusalem's 
(1995) has also been found to show a uni-dimensional structure, good validity 
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and Cronbach Alpha Scores ranging from 0.75 to 0.91 (Scholz, 2002). To 
decide which of these measures to adopt in the survey the results of 
Scherbaum et al. (2006) were used. Scherbaum and his colleagues tested 
these three measures of self-efficacy the GSE scale, the GPSE scale and the 
NGSE scale (Swarzer & Jerusalem, 1995; Sherer et al., 1982; Chen et al. , 
2001 ). They concluded that the NGSE scale had a slight advantage over the 
other measures in terms of the item discrimination, item information and 
relative efficiency of the test information function. In term s of its inclusion here, 
er tests has another 
re of self-efficacy sub-
the reduced number of items compared to the oth 
advantage. So the NGSE scale was used as the measu 
construct in the instrument (Table 3.36). 
Self-Efficacy Sub-construct items 
I will be able to achieve most of the goals that I have set for myself. 
When facing difficult tasks, I am certain that I will accom plish them. 
In general, I think that I can obtain outcomes that are im portant to me. 
I believe I can succeed at most any endeavour to which I set my mind. 
I will be able to successfully overcome many challenges. 
erent tasks. I am confident that I can perform effectively on many diff 
Compared to other people, I can do most tasks very well 
Even when things are tough, I can perform quite well. 
Source: Chen et al. (2001) 
Table 3.36: Self-Efficacy items 
3.8.5 The Conditional Dimensions 
The literature review and the interviews with Programm e Directors suggested 
nal construct. The first 
Much of the research 
return and perceived 
n, Miller & Ray, 2003; 
Arcidiacono, Cooley & 
e of accreditation - the 
ingly it was reasoned 
the research model had two dimensions for the conditio 
of these was the ranking of the Business School. 
alluded to rank position as a critical factor in economic 
career value on MBAs (Hamlen & Southwick, 1989; Jeo 
Merrit & Hazelwood, 2003: AACSB International, 2005; 
Hussey 2008; Navarro, 2008). Linked to this is the issu 
badging of MBAs by recognised quality bodies. Accord 
that the introduction of items on the influence of school ranking, accreditation 
ectly relating to these 
nent to the role of the 
to devote themselves 
and cost of fees would be highly pertinent. Items dir 
were developed. However, ranking might be less perti 
part-time student - would students unable or unwilling 
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full-time to the MBA choose their Business School for reasons of ranking or 
would convenience be more important? So an additional item for the pilot 
survey was developed to see if convenience was an important factor in 
. . . 
choice. The second sub-construct related to the identified signal effect of the 
MBA. The interview evidence provided by the Programme Directors indicated 
that the badge was an important motivator and likely to be a necessary 
requirement for future careers. Items relating to the signal effect of the MBA 
have been developed in the MBA Career Expectations Scale (MBACES) 
(Simmering & Wilcox, 1995). Their original instrument used six items to 
describe this signal effect but these were reduced to five in the pilot 
instrument representing the high reliability items with Cronbach Alphas of 
greater than 0.7. These items, which were then used in the pilot survey for the 
two conditional sub-constructs, are shown in Table 3.37. 
Sub-Construct Items 
Ranking "I chose my do my MBA at this Business School because of 
its ranking." 
"I chose my do my MBA at this Business School because it 
was accredited." 
"I would have gone to a different Business School if I could 
have afforded it. II 
"I chose my Business School because it was convenient." 
Signal Effect "Getting an MBA will enable me to get a job with more 
ｳｴ｡ｴｵｳＮｾｾ＠
"I decided to pursue an MBA because I had few options for 
advancement without it." 
"If I have an MBA, I will be able to move into a position 
where I can be noticed by people at the top" 
"I believe others will be impressed by the fact I will have an 
MBA." 
"I believe that an MBA is necessary for advancement in the 
business world." 
Source: Research 
Table 3.37: Conditional Items 
3.8.6 The Pedagogy Dimension 
Interviews with the Programme Directors showed that pedagogy was likely to 
be an important mediator for MBA competency value. Currie and Knights 
(2003) outline some general characteristics of different MBA pedagogies. 
Following Grey et al. (1996) they discuss three approaches to teaching on the 
MBA - disciplinary, staff development and critical. The disciplinary approach 
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focuses on a body of academic knowledge that the student is expected to 
master (Currie & Knights, 2003). Essentially it is concerned with the 
acquisition of knowledge 'about' rather than 'for' management (Watson, 1993). 
The disciplinary approach then tends to focus on the perspective of the 
teaching academic and remains compartmentalised and making relatively little 
attempt to establish connections between what is taught and the experiences 
of the students (Currie & Knights, 2003). This often leads to the criticism of the 
course in terms of education standards versus practical relevance (Grey et al., 
1996). This leads to the staff development approach where, in attempting to 
balance the educational and the practical, emphasis is placed on the teaching 
methods: more student participation, the use of case studies, role playing and 
so on (Grey et al., 1996). The third pedagogical form, the critical approach, 
uses the work and non-work experiences of the students to 'problemise' rather 
than validate managerial theories and assumptions (Currie & Knights, 2003). 
Using this critical approach, conventional wisdom is subjected to critical 
scrutiny encouraging dialogue between teacher and student leading to critical 
reflection on management knowledge so that management is understood as a 
social, political, economic and moral practice. To reflect the influence of 
pedagogy a number of items were developed for each of three pedagogical 
approaches within the pilot survey (Table 3.38). 
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Approaches Items 
Disciplinary Approach "I prefer the teaching to reflect more on theory and 
the most recent research." 
. 
"I prefer the modules on the course to strongly 
reflect the academic discipline to which they relate." 
"Knowledge of the current research in management 
is central to the quality of the MBA." 
Staff Development "I prefer a balance between the theory and the 
Approach practical." 
"The MBA must always be of practical use." 
"Simulation and action cases are the best method 
of management learning." 
"The case study method is the best way of teaching 
management." 
Critical Approach "Dialogue and debate between the teacher and the 
student is the best way to development knowledge 
and understanding of management." 
"The content of the MBA must draw on the work 
experiences of the students." 
Source: Research 
Table 3.38: Pedagogical items 
3.8.6 The Value Dimensions 
Effectively, as a consumer of a service, items that represent consumers' 
perceptions of the monetary and the non-monetary price associated with the 
acquisition and use of that service need to be used as indicators of the 
sacrifice construct (Cronin et al., 1997). Ledden et al. (2007, 2010) used five 
items to represent these in their work and these items were adopted with 
marginal adaptation in their wording. These comprise of two dimensions, 
monetary sacrifice relating to the sacrifices made in monetary terms, for 
example course costs and non-monetary sacrifices where non-pecuniary 
losses such as loss of leisure time with friends and family were observed 
(Ledden et al., 201 0), (Table 3.39). 
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Value Sub- Items 
Constructs 
Monetary 
Considerations 
Non-Monetary 
Considerations 
"The . money paid for the MBA is reasonable 
considering what I will get from it." 
"When considering the price I paid for the MBA, 
believe the ualit is good." 
"The MBA is good value for the price." 
"Doing the MBA reduced the time I spent with family." 
"Doing the MBA reduced the time I spent with 
friends." 
Source: Research 
Table 3.39: Value items 
3.9 The Control Variables 
It was apparent from the research literature and from the interviews with the 
Programme Directors that a number of factors were important in analysing 
perceptions of value for MBA students. The literature had shown managerial 
experience and gender (Simpson, 2000; Simpson et al., 2005) as being 
significant variables that influence career outcomes. Measuring experience 
would prove problematic, as discussed within the literature review. The 
quality of the experience gained is a difficult variable to ascertain so here the 
number of years of work experience would be used. This implies a linear 
relationship of time equals better experience but within the constraints of the 
research that had to act as a proxy. The ranking of the Business School 
(Arcidiacono et al., 2008; Haksever et al., 1998; Navarro, 2008) was a 
significant determinate in the studies on returns to MBA and the influence of 
ranking would be a research objective on how it related to the other constructs 
of value so the respondents were asked to name their MBA school. From the 
interviews with the Programme Directors (Section 3.5.3.1) it became apparent 
that mode of study was a differentiator. It was implied that part-time students 
were different to those on the full-time programmes. The Programme 
Directors argued that because of their age and greater managerial 
experience, part-time students' perceptions and experience of the programme 
were different to students with less experience. There is evidence of an 
"experience effect" within MBA students, as indicated by the Programme 
Directors remarks. It has been noted that students who are more self-
103 
regulated are more active participants in their learning (Bandura, 1997; 
Zimmerman, 2000). While the predominant MBA offer is normally a full time 
programme of study, the MBA is frequently undertaken on a part time basis. 
. . .. 
Although, Truell, et al. (2006) in their study of MBA success indicated that 
attendance either part or full time had no influence on overall performance. Di 
Benedetto and Bembenutty (2011) found that part time students showed 
greater self-efficacy beliefs than full time students in oral communication, 
leadership, teamwork, quantitative analysis and technology literacy. Within 
broader educational literature there is supportive evidence that prior 
experience can increase ones self-efficacy (Chen, 2002; Labuhn et al., 201 0) 
and specifically Zhao, Hills and Seibert (2005) found students on an MBA 
entrepreneurship course who had a higher degree of self-efficacy at the start 
of the course were more confident about the course outcomes. The key 
findings from Di Benedetto and Bembenutty's (2011) work was that part time 
MBA students were much more focused on career outcomes than full time 
students, in more control of their learning, more self-regulated and as such 
are more active participants in their learning. This is unsurprising as Bandura 
(1997) suggested, prior and mastery experience enhances self-efficacy beliefs 
and he suggests that "the higher the students beliefs in their efficacy to decide 
what occupation to pursue, the more strongly they become integrated into the 
social and academic life of the educational environment" (Bandura, pg. 428). 
So the observation of the "experience effect" from the part time cohorts is a 
highly likely. 
The interviews also highlighted the difference of expectation of the MBA for 
international students. It was implied within the interviews with the Programme 
Directors that the MBA badge was more important for international students 
than for home-based students. These considerations meant the inclusion of 
mode of study and status of the student as control variables (Table 3.40). 
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Control Variables 
Gender 
Age 
Name of MBA school 
Number of years of work experience prior to MBA 
commencement 
Number of years of managerial experience prior to MBA 
commencement 
Mode of study 
For fee purposes how are you classified 
Source Literature Rev1ew and lnterv1ews 
Table 3.40: Control Variables 
Other additional variables were considered; anecdotal evidence suggested 
that redundancy was a factor in undertaking MBA education but no written 
substantiation was found. The next decision was the nature of the scales to be 
used with this instrument. 
3.10 Scales 
Generally, scales fall into three categories: rating, ranking and categorisation 
scales (Blumberg, Cooper & Schindler, 2005). In this survey where the 
instrument required responses to a range of statements implied, the 
summated ranking scale was used. The most popular variation of the 
summated ranking scale is the Likert Scale. Each response would be given a 
numerical score to reflect the degree of attitudinal favourableness and the 
scores totalled for each construct. This scale has two particular advantages: it 
easy to construct and respondents readily understand its use. The main 
disadvantage is that as respondents need to reflect upon the statements 
presented, it may encourage bolting, which is especially pertinent when the 
instrument is lengthy. In this study, values will not be printed on the instrument 
and respondents would be asked to respond to the normal summated ranking 
responses associated with the Likert scale as shown in Table 3.41. 
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Likert Scale 
Strongly 
Agree 
(5) 
Agree 
(4) 
Neither Agree 
or Disagree 
(3) 
Source: Author 
Disagree 
(2) 
Table 3.41: The Likert Scale 
Strongly 
Disagree 
(1) 
This choice of scale not only fits with the research question but also reflects 
the scale choice used to measure several of the constructs in previously 
validated instruments. The exception is the RSE scale, which in its original 
form used a 4 point Guttman scale but here for continuity was expressed as a 
5 point Likert scale, with many researchers having used this 5 point ranking 
for the RSE scale (Robins et al., 2001 ). However, to ensure that this change 
in scale length did not change the conclusions on the use of reduced items for 
the RSE scale, the full number of items were included for the pilot as was the 
single item response, so the results of the pre-test on self-esteem could be 
replicated to ensure the reduced number of items could be used on the main 
survey. This completed the construction of the pilot instrument which can be 
found in Appendix 4. 
3.11 Use of Web Collection methods. 
Both the pilot and the main instrument were administered through an on-line 
survey site, Survey Monkey. Many studies use self-completed questionnaires 
and the methodology has considerable advantages in terms of timeliness of 
response and the ease of completions and reminders to non-respondents. 
The biggest drawback is the self-selection of respondents, which has a 
serious impact on the quality of the survey results (Bethlehem, 2008). The 
other most cited drawback is the lack of coverage, as not all potential 
respondents will have internet use. The latter is an unlikely problem with the 
target group here, but self-selection is a major issue with respect to 
generalisation of results. The aim here however is primarily exploratory - to 
further develop and test a model of MBA value rather than to explain MBA 
value precisely. The critical aspect is to assess whether the survey items 
represent the underlying constructs they were developed to measure. 
106 
3.12 The Pilot Instrument 
The pilot instrument was posted on the Su!Vey Monkey collection site and 
former MBA students from the University of Surrey were asked to respond on 
. . . 
a voluntary basis with all replies being kept anonymous. Twenty-six replies 
were collected. The purpose of the pilot was to establish the validity and 
reliability of the study constructs. 
3.12.1 Reliability analysis 
The data from the pilot study were analysed using the Statistical Package for 
the Social Sciences (SPSS). The internal consistency reliability of survey 
constructs shows the reliability of the items used to measure the underlying 
construct. A standard reliability analysis procedure was carried out and the 
pilot was tested for the internal consistency of the scores. Cronbach's 
coefficient alpha was used to ensure that any errors in the reliability measure 
arising from using a split half-correlation technique were eliminated. Ideally 
the Cronbach alpha coefficient of a scale should be above 0.7. In this case, as 
the internal career constructs had fewer than 10 items, the mean inter-item 
correlation for this construct was found. The reliability results for functional 
value are reported in Table 3.42. 
Sub construct Cronbach alpha 
External Career 0.94 
Career Actualisation 0.94 
Internal Career 0.705 
Entrepreneurship 0.634 
Career reflection 0.601 
Motivation reflection 0.848 
Work ex12_loration Single Item 
Career Control Single Item 
Source: P1lot Study 
Table 3.42: Reliability for Functional Value Items 
It can be seen that reliability of the functional value construct consisting of the 
two sub-constructs, External and Internal Career, was proven to be highly 
reliable. Inter-item correlation for the internal career items is shown in Table 
3.43. The inter-item correlation shows that the reduction of items will only 
marginally improve the overall reliability of the internal career construct, 
therefore none of the items were deleted for the main survey. 
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Scale Corrected Cronbach's 
Scale Mean if Variance if Item-Total Alpha if Item 
Item Deleted Item Deleted Correlation Deleted 
Function3 24.S923 13.SS2 .1SO .741 
Function4 24.1S"S8 12.4SS .289 .712 
FunctionS 23.S38S 13.8S8 .2S1 .704 
FunctionS 23.S38S 11.938 .S12 .S29 
Function? 23.S923 11.S82 .SS1 .S1S 
FunctionS 23.S38S 13.378 .S37 .SS9 
Function9 24.1S38 13.41S .S17 .SS1 
Function10 23.3077 13.022 .402 .S7S 
Source: Pilot Survey 
Table 3.43: Inter-item Correlation for Internal Career 
The reliability for the social function for the pilot showed low reliability for the 
two constructs tested, as seen in Table 3.44. 
urce: P 
Table 3.44: Reliability for Social Value items 
Both results for the two constructs showed reliability below the normal 
required Cronbach level of 0.7. The networking result was marginal at 0.644 
and the decision was taken to retain the two items as Cronbach alpha scales 
are sensitive to the number of items in the scale. Pallant (2003) suggested 
that scales with less than ten items can produce low Cronbach values. The 
same argument is valid for the social identity construct at 0.619 and even 
further review of the inter-item correlation. Table 3.45 shows that the reduction 
of items would only marginally improve the overall reliability. 
Scale Corrected Cronbach's 
Scale Mean if Variance if Item-Total Alpha if Item 
Item Deleted Item Deleted Correlation Deleted 
Social3 8.S38S 4.2S8 .219 .sss 
SocialS 8.384S 2.80S .491 .474 
Social4 8.7S92 3.S4S .409 .S47 
SocialS 8.S923 2.S22 .S02 .4SS 
Source: Pilot Study 
Table 3.45: Inter-item Correlation for Professional ｬ､･ｮｴｩｴｾ＠
The research of Dobrow and Higgins, (2005) had however shown that this 
scale had high internal consistency with a Cronbach Alpha reliability score of 
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0.9 and given this prior work, the professional identity construct was retained 
for the main survey. 
'The Cronbach reliability measures for" the ·self-esteem sub-construct withiA the 
emotional construct were found to be both reliable and consistent with both 
the full ten item scale and the six reduced item scale. Although the six item 
scale produced a result marginally below the normally acceptable value of 0.7, 
the pilot survey showed that the use of the Likert scale did not reduce the 
reliability to any significant degree. The correlation of the two, ten and six item 
forms of the RSE scale confirmed the earlier results of the pilot, producing a 
correlation of r = 0.902, which was significant at 0.01 level. So the use of six 
item scale for self-esteem using a 5 point Likert scale was seen to be 
acceptable for use in the main research survey. Similarly the Cronbach Alpha 
for self-efficacy measure showed this scale was reliable at 0.854, as seen in 
Table 3.46. 
Source: Pilot Study 
Table 3.46: Reliability for Emotional Value Items 
The reliability measures show the consistency of the self-esteem and self-
efficacy scales and both will be adopted for the main survey. 
The Cronbach Alpha reliability result for the conditional construct shows that 
the items relating to the signal effect were a good measure of the construct 
(Table 3.47). The reliability for the ranking items fell below the 0.7 level for 
Cronbach Alpha and the inter-item correlation for these items was examined, 
as shown in Table 3.48. 
Source: Pilot Study 
Table 3.47: Reliability for Conditional Value Items 
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Scale Corrected Cronbach's 
Scale Mean if Variance if Item-Total Alpha if Item 
Item Deleted Item Deleted Correlation Deleted 
Rank1 10.6538 4.315 .645 .360 
Rank2 9.8462 4.375 .616 .385 
Rank3 9.0769 6.634 .201 .691 
Rank4 9.7692 6.585 .224 .675 
Source: P1lot Study 
Table 3.48: Inter-item Correlation for Ranking 
The inter-item correlation suggests that the deletion of the third rank item 
relating to convenience of the MBA degree would improve the degree to 
acceptable levels. The item will be retained for the main survey, as the pilot 
sample is small and this could produce a reporting error but if a similar 
problem in reliability arises then for purposes of analysis it will be dropped. 
The Cronbach Alpha coefficients of reliability for pedagogy were then 
evaluated within each sub-construct (Table 3.49). 
Constructs for Pedagogy Cronbach alpha 
Disciplinary Approach 
Staff Development Approach 
Critical Approach 
0.801 
0.711 
0.607 
Source Pilot Survey 
Table 3.49: Reliability for Pedagogy Items 
The critical approach construct has the Cronbach Alpha reliability level below 
the normally accepted benchmark of 0. 7 but following the approach of the 
earlier low value reliability, as the item only had two items, there is scope for 
an error in reporting (Pallant, 2003) and the construct was used in the main 
instrument. 
The final construct of value showed a Cronbach Alpha reliability of 0.95 for the 
non-monetary sub-construct, confirming the reliability of the construct 
agreeing with the earlier work of Ledden (2007) who reported similar reliability 
levels with Cronbach Alpha reliability of 0.942. The monetary construct 
showed a Cronbach Alpha reliability of 0.889, again agreeing with Ledden 
(2007) who reported a Cronbach Alpha reliability level of 0.891. 
110 
3.12.2 Validity 
All writers in research methodology, (Cooper & Schindler, 2003; Saunders et 
al., 2003; Sekaran, 2003) recognise validation of the survey instrument is 
critical to ensure that the questions being asked are related to the concept 
being measured. Three broad types of validation test are considered here: 
content validation, criterion validity and construct validity, although all are 
discussed separately and their interconnectivity must be recognised. Content 
validity seeks to ensure the measure contains a valid and representative set 
of items that embody the concept being examined. The problem faced by the 
researcher being that items may miss some significant feature within the 
construct. In this case the discussion within the literature and by using 
previously tested items and some recognised instruments, the content validity 
can be said to be suitable. Criterion validity reflects the success of the 
measures used for prediction and estimation, normally split into predictive and 
concurrent validity, the difference being the time perspective of the measures. 
The research instrument is aimed at measuring the constituents of the value 
construct and again by using previously validated instruments this aspect of 
validity is satisfied. Construct validity identifies how well the defined measure 
matches the theory being tested. The literature research and the 
supplementary interviews have determined the constituency of these 
constructs and the reliability scores from the pilot suggest a useable 
instrument has been developed. Finally, the face validity was tested by 
feedback from the pilot respondents who highlighted a few typographical 
elements and one item that had been repeated. The survey was corrected 
and the web-based version re-designed and again posted on the Survey 
Monkey website (Appendix 5). 
3.12.3 Control variables 
The control variables on the pilot survey showed the mean age for the pilot 
group was 38.46 years, with a mean work experience of 13.2 years. The 
majority of the group had completed their degree on a part-time basis with 
only 6 former full-time students. The gender split was relatively even with 14 
male and 12 female respondents. 
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3.13 Sampling 
The study population were recent graduate MBA students within the UK. The 
sampling frame chosen was drawn from this selection of UK Universities using 
. . . 
a cluster sampling basis. The web-based survey was distributed through the 
Programme Directors in eight Universities spread across the UK and then a 
request sent via e-mail through the Programme Directors' institutions, where 
participation was voluntary and restricted to full- and part-time students. 
Additionally, a linked-in group set up between students who had graduated 
from a number of the most highly ranked MBAs in the UK were also invited to 
participate. The major issue of a self-selecting sample as in this case was that 
it may not be a full cross-section of those that have access to the 
questionnaire and response rates were likely to be low. This is recognised as 
a universal problem in all surveys where an element of self-selection is 
undertaken and some care will be taken in generalising the results beyond the 
specific sample and its use in validating the proposed model. 
3.14 Sample Size 
How many students would constitute a reasonable sample size? The previous 
UK studies by Baruch and Leeming (2001) surveyed 344 alumni from one 
ｩｮｳｴｩｴｵｴｩｯｾＮ＠ Mabey and Thompson (2000) had 450 respondents, again MBA 
graduates and Simpson (2000) used 221 MBA alumni with her study on 
gender differences, whilst Hay and Hodgkinson (2006) limited their studies to 
36 interviews with MBA alumni. In similar studies on Canada and the States, 
Simpson replicated her earlier work with 225 respondents in her study of 
Canadian MBA graduates (Simpson et al., 2005) and Buchanan, Kim and 
Basham (2007) in their comparative studies of American MBA students 
against alternative masters programmes had 340 respondents. Given the 
limited resources and the voluntary self-response nature of the survey, the 
sample size was envisaged to be lower. As the instrument was measuring 
attitudinal responses, there is no adequate information within the population to 
determine a standard error therefore a power analysis was undertaken prior to 
the survey. 
3.15 Power Analysis 
Statistical power analysis involves the assessment of the probability of 
detecting size effects in the study. The study is looking at a number of 
112 
hypotheses that measure value change from the MBA. The null hypotheses 
examined can either be true or not. Two types of error can be made: a type 1 
error where a null hypothesis is rejected when it should be accepted or a type 
II error where a false null hypothesis has failed to be rejected. Typically! the 
smaller the sample size! the larger any difference between group scores will 
have to be in order to achieve statistical significance. The only way of 
improving this is to increase the sample size! change the degree of 
significance (a) or change the instrument. A power test allows researchers to 
determine how likely it is one would achieve statistical significance with a 
particular sample size. Normally the power is expressed as a probability of 
making a type II error ＨＱＭｾＩｾ＠ where ｾ＠ is the tail area below the standardised 
statistic. The generally acknowledged specification for power is 0.80 1 i.e. the 
researcher will correctly reject the false null hypothesis with an 80%> 
probability (Cooper & Schindler! 2003). The power statistic naturally varies 
according to form of statistical test used! in this research the difference 
between means of mediators and control variables will test the hypotheses! so 
the t-test will be the main statistical test. In order to determine an appropriate 
sample size! a power calculation for this test was undertaken using a web-
based programme from Lenth of the University of Iowa! (www.stat.uiowal 
2008). This gave the following potential sample sizes for the research! as 
seen in Table 3.50. 
Power Sample Size 
0.80 51 
0.90 63 
Source Lenth University of Iowa 
Table 3.50: Power Analysis 
So a relatively low sample size would be adequate to test the individual 
hypotheses specified above such as the influence of gender on external 
career or pedagogy on competence. The issue of appropriate sample sizes for 
building complex models using Structural Equation Modelling (SEM) is 
addressed in the analysis section. 
3.16 Data analysis and Statistical tests 
The data was collected using Survey Monkey! a professional survey website .. 
The relevant hypotheses were examined using appropriate statistical 
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techniques. The Statistical Package for the Social Sciences (SPSS) issue 15 
and its supplement standard AMOS 7.0 are the software used for data 
screening and data analysis in this study. The research applies the Structural 
. . . 
Equation Modelling (SEM) technique to test the proposed relations among the 
variables in the model. SEM is a comparable to other quantitative methods 
such as linear and multiple regression analysis in expressing hypothesised 
casual relationships Weston & Gore (2006). This technique is considered 
appropriate for this study since it allows for not just the testing of the model 
but it can test the relationships amongst constructs and generates multiple 
measures to represent constructs. In SEM researchers must interpret these 
multiple measures, although there is evidence to suggest disagreement over 
what constitutes an acceptable fit to the model (Weston & Gore, 2006) what is 
considered an acceptable mix of guidelines for fit are used to test the 
validation of the model. 
3.17 Conclusion 
This chapter illustrated and documented the research process. It recognises 
the importance of exploratory discussion and the use of validated instruments 
in constructing the research instrument. The construction of the research 
instrument and related items for each construct was detailed and the pilot 
instrument was used to confirm reliability and validity. The use of a mixed 
methods approach was identified as being suitable in determining the areas 
for quantitative research and as a methodology that can be used to triangulate 
later results. The following chapter will review the findings from the main 
survey and its use in validating the proposed model. 
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Chapter 4 
Analysis 
4.1 Introduction 
This chapter reports the results of the quantitative and qualitative research. 
The pilot study was used to confirm the reliability of the model items. This 
survey will be used for confirmatory factor analysis of the proposed model and 
validation of the value construct of the MBA. The results of the data collection 
are presented in this chapter. 
4.2 Data Collection 
Following the pilot study a modified questionnaire was placed on SuJVey 
Monkey and former students (now MBA graduates) who had responded to an 
earlier study 2 years previously were asked to respond to the newly 
developed instrument also a linked-in group set up for graduates of the highly 
ranked institutions was contacted and any interested parties asked to 
respond. Replies were received from 170 respondents but after data cleaning 
only 145 questionnaires were usable. 
4.3 Descriptive Statistics 
Six control variables were measured in the survey. Table 4.1 summarises the 
characteristics of the respondents. As shown, 145 completed the profile 
variables of the survey. The majority of the respondents were male (66.2°/o) 
and the minority female (33.8o/o). This corresponds reasonably well with the 
gender split found in the AMBA survey of 2006 on MBA earnings which gave 
a gender split of 77°/o male and 23°/o female (AMBA, 2007) and with other 
academic work, Simpson et al (2005) reported 63°/o male, 37o/o female and 
Baruch and Leeming (2001) 72°/o male 28°/o female. The age distribution of 
the respondents shows 70.3°/o of those responding were less than 40 years of 
age, with the average experience prior to starting the MBA of 11.3 years. The 
respondents show a 56.6% had studied the MBA on a full time basis and 43.4 
0/o on a part time basis. This proportionally higher number of part time 
students reflects the split between home and international students which 
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Control Variables Frequency Valid Cumulative 
Percent Percent 
Gender Male 96 66.2 
. 
Female 49 33.8 
Total 145 100.0 
Mode of study Full Time 82 56.6 
Part Time 63 43.4 
Total 145 100.0 
Current Age 20-29 yrs 37 25.5 25.5 
30-39 yrs 65 44.8 70.3 
40-49 yrs 32 22.1 92.4 
50+ yrs 11 7.6 100.0 
Total 145 100.0 
Fee Status Home 87 60.0 
International 58 40.0 
Total 145 100.0 
Tier Ranking Accredited 115 79.3 
Unaccredited 22 15.2 
Ranked 8 5.5 
Total 145 100.0 
Prior Experience 0-5 yrs 28 19.3 19.3 
6-10 yrs 48 33.1 52.4 
11-15 yrs 21 14.5 66.9 
16-20 yrs 28 19.3 86.2 
20+ yrs 20 13.8 100.0 
Total 145 100.0 
Source Mam Study 
Table 4.1: Characteristics of the Control Variables 
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shows 60 °/o of students had reported home status for fee purposes. On the 
full time courses, 82.8°/o of respondents indicated international status which 
supports the MBA Programme Directors observations that the majority of the 
. .. . .. 
students studying the MBA full time were international. 
Work experience is often seen as a critical part of the MBA entry requirement 
and the average work experience of the sample was found to be 11.4 years. 
The minimum entry level of experience for most UK MBAs is normally 3 years 
so this data reflects the large part time nature of the sample. Cross tabulating 
mode of study against prior experience Table 4.2, shows that part time 
students have obtained a greater amount of experience prior to taking the 
degree. 
Experience Full time Percentage Part Time Percentage 
0-5 yrs 32 39.0 6 9.5 
6-10 yrs 29 35.4 19 30.2 
11-15 yrs 11 13.4 10 15.9 
16-20 yrs 7 8.5 12 19.0 
20+ yrs 3 3.7 16 25.4 
Total 82 100 63 100 
Source Mam Study 
Table 4.2: Prior Experience of Respondents v Mode of Attendance 
The responses from the different tiers of institutions were unbalanced with the 
majority, 79.3% of respondents having studied at accredited institutions, 
15.2°/o for unaccredited institutions and a low 5.5°/o response from 
internationally ranked UK institutions. Although, this means the validation of 
the model on MBA value will still be a valid exercise it does mean findings 
about differences between institutions will be difficult to generalise. 
4.4 Reliability: The Value Construct and Hypotheses Testing 
Each of the dimensions identified within the value construct were tested for 
reliability. The pilot sample has shown that reliability of the items had been 
consistent and each set of items were tested for internal reliability. Decisions 
to eliminate or retain items were basE?d on the cut off of Cronbach Alpha being 
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0.7 as an acceptable level. The result for each of the constructs is shown in 
Table 4.3. 
Construct Cronbach 
Alpha 
External Career 0.825 
Internal Career 0.732 
Networking 0.738 
Professional Identity 0.828 
Self-Esteem 0.710 
Self -Efficacy 0.848 
Ranking P.117 
Signal 0.753 
Disciplinary Approach 0.715 
Staff Development Approach ,0.692 
Critical Approach 0.556 
Non-Monetary Value 0.839 
Monetary Value 0.907 
Source Mam Data 
Table 4.3:1nternal Reliability Results for Main Survey 
The results show that the internal consistency of the scales for 'External 
Career', 'Internal Career', 'Networking', 'Professional Identity', 'Self-Esteem', 
'Self-Efficacy', 'Signal', 'Disciplinary Approach', 'Non-Monetary Value', and 
'Monetary Value' all exceed the Cronbach alpha coefficient of 0.7. One scale 
'Staff Development Approach' reports a Cronbach alpha of 0.01 below the 
normal cut-off point for internal consistency but with such a small margin of 
error is retained. The scales for 'Critical Approach' and 'Ranking' both 
reported low Cronbach alpha values for internal consistency with coefficients 
of 0.556 and 0.117 respectively. The low reliability of the 'Critical Approach' 
could be a function of the low number of items. Low reliability coefficients can 
be explained by a low number of items in the scale (Pallant, 2003). The 
pedagogical approach of 'Critical Reflection' was represented by two items-
which may explain the low result. The 'Ranking' scale however showed a very 
low reliability and was further tested for inter-item correlation Table 4.4. 
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Scale Corrected Squared Cronbach's 
Scale Mean if Variance if Item-Total Multiple Alpha if Item 
Item Deleted Item Deleted Correlation Correlation Deleted 
Rank1 · 10.0000 4.3'33 .126 .293 -.013(a) 
Rank2 9.2069 4.693 .164 .295 -.027(a) 
Rank3 9.8621 4.245 -.035 .023 .261 
Rank4 9.9931 4.424 .016 .013 .152 
Source Mam Study 
Table 4.4:1nter-item Correlation for Ranking 
The results for the inter-item correlation show that removing the two items with 
the lowest correlation to the overall scale will improve internal consistency, the 
negative correlation and almost zero correlation indicating they are not 
measuring what the scale represents (Pallant, 2003). Subsequently, Item 
Rank3, "I choose my Business School because it was convenient" and item 
Rank4 ""I would have gone to a different Business School if I could have 
afforded it" were deleted and the internal consistency test rerun with just two 
items, Rank1 and Rank2. The Cronbach alpha for the 'Ranking' scale then 
reported a value of 0.691, which with a two item scale and low margin of error 
was retained. 
4.5 Exploratory Factor Analysis 
Separate factor analyses were then conducted for each of the indicators in the 
value model. The researcher chose to compute a separate exploratory factor 
analysis as the study was exploratory by design and it was necessary to test 
each of the first order latent variables where new scales had been introduced. 
The fit of the overall model of MBA value will be determined and assessed 
later in the study. 
For each of the untested factors a factor analysis was carried out. A principal 
extraction and varimax rotation method was used for the responses to each 
indicator. Communalities, Eigen values and scree plots were examined to 
reveal the underlying factor structure and to decide how many factors to retain 
for rotation. The factor structures were than rotated using the Kaiser-Meyer-
Oikin Measure of Sampling Adequacy (KMO) and Barlett's Test of Sphericity 
ca leu Ia ted. 
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Function1 
Function2 
Function3 
Function4 
FunctionS 
Function6 
Function? 
Function8 
Function9 
Function10 
4.5.1 Factor analysis for the Functional Construct. 
The functional construct was tested for suitability for factor analysis and a 
correlation matrix was derived, Table 4.5, and the Kaiser-Meyer-Oikin 
Measure of Sampling Adequacy (KMO) and Barlett's Test of Sphericity 
calculated, Table 4.6. 
Function1 Function2 Function3 Function4 FunctionS Function6 Function? Function8 Function9 
1.000 f709 ｾ＠ .194 ｾ＠ .043 .099 .199 -.07S 
709 1.000 .3S1 .138 .270 -.049 .047 .219 -.026 
432 .3S1 1.000 .S48 .3S1 .247 .332 .299 -.111 
.194 .138 .S48 1.000 332 .442 soo .281 .076 
.343 .270 3S1 332 1.000 .489 S68 39S .108 
.043 -.049 .247 442 .489 1.000 624 .294 .OS6 
.099 .047 .332 .soo S68 624 1.000 .487 .204 
.199 .219 .299 .281 39S .294 487 1.000 .118 
-.07S -.026 -.111 .076 .108 .OS6 .204 .118 1.000 
-.217 -.011 .037 .046 .011 -.107 .127 .146 .1S4 
Source Mam study 
Table 4.5 Correlation Matrix for Functional Construct 
The results in Table 4.4 indicate that there are a number of items with 
correlations above 0.3, the Kaiser-Meyer-Oikin value was 0.727, Table 4.6, 
exceeding the recommended value of 0.6 (Kaiser, 1974 cited in Pallant, 2003) 
and Bartlett's Test of Sphericity (Bartlett, 1954 cited in Pallant, 2003) is 
significant (p=.OOO) indicating factor analysis is appropriate. 
Kaiser-Meyer-Oikin Measure of 
Sampling Adequacy. 
Bartlett's Test of Approx. Chi-
Sphericity Square 
df 
Sig. 
Source Main Study 
.727 
471.980 
45 
.000 
Table 4.6: KMO and Bartlett's Test for Functional Factors 
Principal components analysis revealed three components. These were found 
using the Eigen value rule (Kaiser's criterion) and each had an Eigen value 
greater than one, explaining 33.58°/o, 17.94o/o and 11.87°/o of the variance 
respectively, Table 4.7. 
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Function10 
-.217 
-.011 
.037 
.046 
.011 
-.107 
.127 
.146 
.1S4 
1.000 
Rotation 
Sums of 
Squared 
Component Initial Eigenvalues Extraction Sums of Squared Loadings Loadings 
. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
%of ·Cumtllative 
Total % of Variance Cumulative % Total Variance % Total 
3.358 33.582 33.582 3.358 33.582 33.582 
1.794 17.937 51 .519 1.794 17.937 51.519 
1.187 11.874 63.394 1.187 11.874 63.394 
.973 9.726 73.119 
.782 7.820 80.939 
.600 6.001 86.941 
.424 4.240 91.180 
.340 3.400 94.580 
.298 2.984 97.563 
.244 2.437 100.000 
Source Mam Study 
Table 4. 7: Principal Component Analysis for Functional Construct 
Kaiser's criterion or the eigenvalue rule indicates that only factors with an 
eigenvalue of 1.0 or more should be retained for further investigation (Pallant, 
2003). In practice, an additional important aspect is the extent to which a 
solution is interpretable. The literature (Colbert et al., 2000; Graddy & 
Pistaferri 2000; Connelly, Sturges et al., 2003; Pfeffer & Fong, 2004; Hay and 
Hodgkinson, 2006; Zhao et al., 2006; Settimi & Badenhausen, 2007; 
Arcidiacono et al., 2008) on the functional construct overwhelmingly supports 
the proposition of a two factor solution based on external and internal career 
outcomes. Furthermore, the data analysis, as can be seen when rotational 
analysis is run overleaf shows a two factor solution explains a greater 
percentage of the variance. The scree plot of eigenvalues against the number 
of factors can also be used (Appendix 7). The point at which the eigenvalues 
begin to level off can be used as a cut-off point, Catell ( 1966) cited in Pall ant 
(2003) this plot supports proposition that a two factor solution is a reasonable 
interpretation of data and is more convergent with the theoretical outline. 
Hence the third factor, which itself is marginal in as much as the eigenvalue is 
only just over one, does not have any obvious meaning and as such was 
reasonably discarded. 
The Direct Oblimin rotation was executed as shown in Table 4.8. For the 
purposes of this oblique rotation correlations of greater than 0.3 were 
specified (Pallant, 2003), lower correlations are unlikely to be of significance 
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3.104 
2.283 
1.361 
..__________________________________ - -
and it is hoped that a 'simple structure' of strong loadings of variables on one 
component will become clear (Jennrich, and Sampson, 1966; Tabachnick and 
Fidell, 1996). 
Component 
1 2 
Function? 
.S59 
FunctionS 
.736 
Function6 
.731 
Function4 
.703 
FunctionS 
.636 
Function3 
.572 .459 
Function1 
.sao 
Function2 
.S16 
Function9 
-.327 
Function10 
Extraction Method: Prrnc1pal Component Analysis. 
Rotation Method: Oblimin with Kaiser Normalization. 
Source Main Study 
Table 4.8: Rotational Analysis - Functional Construct 
The results indicate a 2 factor solution is reasonable and the procedure was 
repeated with items 3 9 and 10 extracted. A further Direct Oblimin rotation 
was performed, Table 4.9. 
Com anent 
2 
Function? 
.SS2 
FunctionS 
.S14 
FunctionS 
.712 .323 
Function4 
.669 
FunctionS 
.59S 
Function2 
.91S 
Function1 
.900 
Extraction Method: Principal Component Analysis. 
Rotation Method: Oblimin with Kaiser Normalization. 
Source Main Study 
Table 4.9: Rotational Analysis (2) - Functional Construct 
The results still show a variable 'FunctionS' moderately loading on both 
comp_onents. Stevens (1992 cited in Field 2003) produced a table of critical 
values against which loadings can be compared. He recommends for a 
sample size of 100 the loading should be greater than 0.512. As the sample 
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size used here was 145 a loading of 0.5 was chosen and the Direct Oblimin 
rotational analysis re-run, Table 4.1 0. 
Com onent 
Function7 
.875 
Function6 
.793 
FunctionS 
.743 
Function4 677 
FunctionS 621 
Function2 
Function1 
Extraction Method: Princip 
2 
.919 
.907 
al Component Analysis. 
th Kaiser Normalization. Rotation Method: Oblimin wi 
Table 4.10: Rotational Analvsi s (3) - Functional Construct 
The results support a two factor solution . The two factor structure explained a 
total of 65.99 per cent of the variance with component one 'Internal Career' 
nent 2 'External Career' contributing 
rpretation of the two components was 
on with external career items loading 
contributing 42.39 per cent and compo 
23.60 per cent of the variance. The inte 
consistent with the hypothesised positi 
on one component and internal career components loading on the second 
ese two factors can now be identified, component. The items representing th 
Table 4.11. 
Factor 
External Career 
Career Actualisation 
Internal Career 
Career reflection 
Motivation reflection 
Entrepreneurship 
Items 
The MBA has i 
The MBA has i ncreased m chances of romotion 
The MBA degr ee has enabled to me to reconcile my 
wn goals and values. career to my o 
The MBA has 
skills and comp 
made me much more aware of my 
etences 
The MBA has made me more realistic in my career 
choice. 
By pursuing an MBA, I have learnt more about the 
opportunities that might be right for kinds of career 
me. 
By studying for an MBA, I hope to learn how to start 
a business. 
Source Factor Analysis Functional Construct 
Table 4.11: Items for F unctional Construct 
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4.5.2 Factor analysis for the Epistemic Construct. 
The epistemic construct was tested for suitability for factor analysis and a 
correlation matrix was derived Table 4.13 and the Kaiser-Meyer-Oikin 
Measure of Sampling Adequacy (KMO) and Barlett's Test of Sphericity 
calculated, Table 4.12. 
Kaiser-Meyer-Oikin Measure of 
Sampling Adequacy. 
Bartlett's Test of Approx. Chi-
Sphericity Square 
df 
Sig. 
Source Main Study 
.886 
1385.42 
120 
.000 
Table 4.12: KMO and Bartlett's Test for Functional Factors 
The results in table 4.13 (overleaf) indicate that there are a number of items 
with correlations above 0.3, the Kaiser-Meyer-Oikin value was 0.886, Table 
4.13, exceeding the recommended value of 0.6 (Kaiser, 197 4 cited in Pallant, 
2003) and Bartlett's Test of Sphericity (Bartlett, 1954 cited in Pallant, 2003) is 
significant (p=.OOO) proving suitability. Principal components analysis revealed 
three potential components. These were found using the Eigen value rule 
(Kaiser's criterion) and each had an Eigen value greater than one, explaining 
44.58o/o, 12.94o/o and 6.4o/o of the variance respectively, Table 4.14. 
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Rotation 
Sums of 
Squared 
Component Initial EiQen values Extraction Sums of S<:Juared Loadings Loadinos 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
%of %of Cumulative 
Total Variance Cumulative % Total Variance % Total 
7.186 44.914 44.914 7.186 44.914 44.914 6.493 
1.983 12.397 57.311 1.983 12.397 57.311 2.816 
1.038 6.489 63.800 1.038 6.489 63.800 4.681 
.845 5.280 69.080 
.791 4.943 74.022 
.710 4.437 78.459 
.534 3.335 81.794 
.492 3.075 84.869 
.475 2.967 87.836 
.392 2.447 90.283 
.377 2.355 92.638 
.338 2.112 94.751 
.318 1.990 96.741 
.247 1.542 98.283 
.217 1.354 99.637 
.058 .363 100.000 
Source Main Study 
Table 4.14: Principal Component Analysis for Epistemic Construct 
The literature (Baruch & Leeming, 2001; Baruch et al., 2003;Naverro 2008; 
Belasen & Rufer, 201 0) supports a two factor solution and an examination of 
the scree plot (Appendix 7) shows that components one and two capture more 
of the information than the third. To aid the interpretation of these 
components, a Direct Oblimin rotation was executed, Table 4.15. For the 
purposes of this oblique rotation correlations of greater than 0.3 were 
specified (Pallant, 2003), lower correlations are unlikely to be of significance 
and it is hoped that a 'simple structure' of strong loadings of variables on one 
component will become clear (Jennrich, and Sampson, 1966; Tabachnick and 
Fidell, 1996). 
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Comr onent 
1 2 
Epis14 
.792 
Epis10 
.781 
Epis11 
.779 
Epis5 
.776 
Epis15 
.744 
Epis1 
.742 
Epis12 
.735 
Epis6 
.716 
Epis16 
.699 
Epis8 
.680 
Epis13 
.626 .300 
Epis9 
.609 
Epis4 
.586 
Epis7 
.433 .390 
Epis2 
.966 
Epis3 
.958 
Extraction Method: Prmc1pal Component Analysis. 
Rotation Method: Oblimin with Kaiser Normalization. 
Source Main Study 
Table 4.15: Rotational Analysis - Epistemic Construct 
The results support a two factor solution but the loading of the variables does 
not support a very clean result. Two items, Item? 'Research skills' and ltem13 
'Managing Change' are shown to load moderately on both factors. Again 
using Stevens (1992 cited in Field 2003) table of critical values and noting the 
recommended loading for a sample size of 100 a loading of 0.5 was chosen 
for the sample of 145 used here and the Direct Oblimin rotational analysis re-
run, Table 4.16. 
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Component 
1 2 
Epis14 
.826 
Epis10 
.772 
Epis5 
.755 
Epis12 
.749 
Epis15 
.743 
Epis11 
.734 
Epis1 
.723 
Epis6 
.715 
Epis8 
.709 
Epis13 
.698 
Epis16 
.688 
Epis9 
.643 
Epis4 
.564 
Epis7 
.526 
Epis2 
.959 
Epis3 
.949 
Extraction Method: Pnnc1pal Component Analysis. 
Rotation Method: Oblimin with Kaiser Normalization. 
Source Main Study 
Table 4.16: Rotational Analysis (2) - Epistemic Construct 
The r esults show a clear two factor structure which explained a total of 65.99 
ent of the variance with component one 'Soft Skills' contributing 44.9 per perc 
cent a nd component 2 'Hard Skills ' contributing 12.3 per cent of the variance. 
nterpretation of the two components was mostly consistent with the 
hesised position with 'hard skills' comprising of the items Epis2, Epis3 
he remaining items relating to 'soft skills'. How the items now split into 
The i 
hypot 
with t 
the tw o factors of 'hard' and 'soft' skills is shown in Table 4.17. The resulting 
s disagree marginally with the researcher's initial breakdown of the skills 
e two identified hard skills Finance and Accounting are the most tangible 
skills' of the item list. 
factor 
but th 
'hard 
Hard Skills Soft Skills 
Financial skills Time management Interviewing 
Ac countancy skills Effective reading Interpersonal skills 
Oral presentations Working in teams 
Written resentations Negotiating skills 
Research skills Managing change 
Abstract thinking Decision making 
Stress management Managing others 
Source Factor Analysis 
Table 4.17: Rotational Analysis (2) - Epistemic Construct 
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4.5.3 Factor Analysis for the Social Construct. 
The social construct was tested for suitability for factor analysis and a 
correlation matrix was derived Table 4.18 and the Kaiser-Meyer-Oikin 
Measure of Sampling Adequacy (KMO) and Barlett's Test of Sphericity 
calculated, Table 4.19. 
Social1 Social2 Social3 Social4 Social5 SocialS 
Correlation Social1 1.000 590 .050 .093 -.OSO -.09S 
Social2 59 1.000 -.082 .01S 
Social3 
.050 .171 472 
Social4 
.093 .OS2 554 
Social5 
-.OSO -.082 
SocialS 
-.09S .01S 1.000 
Source Main study 
Table 4.18 Correlation matrix for the Social Construct 
The results in table 4.18 indicate that there are a number of items with 
correlations above 0.3, the Kaiser-Meyer-Oikin value was 0.664, Table 4.19, 
exceeding the recommended value of 0.6 (Kaiser, 197 4 cited in Pallant, 2003) 
and Bartlett's Test of Sphericity (Bartlett, 1954 cited in Pallant, 2003) is 
significant (p=.OOO) proving suitability for factor analysis. 
Kaiser-Meyer-Oikin Measure of 
Sampling Adequacy. 
Bartlett's Test of 
Sphericity 
Approx. Chi-
Square 
df 
Sig. 
Source Main Study 
.664 
318.632 
15 
.000 
Table 4.19: KMO and Bartlett's Test for Social Factors 
Principal components analysis revealed two components. These were found 
using the Eigen value rule (Kaiser's criterion) and each had an Eigen value 
greater than one, explaining 44.68°/o, and 27.24°/o of the variance 
respectively, Table 4.20. 
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Rotation 
Sums of 
Squared 
Initial Eigen Values LoadinQs 
Component Total %of Variance Cumulative % Total 
1 2.681 44.687 44.687 2.681 
2 1.634 27.237 71.924 1.637 
3 
.593 9.891 81 .815 
4 
.491 8.182 89.996 
5 
.390 6.501 96.497 
6 
.210 3.503 100.000 
Source Ma1n Study 
Table 4.20: Principal Component Analysis for Social Construct 
The results indicate a 2 factor solution is reasonable and a Direct Oblimin 
rotation was performed, Table 4.21. For the purposes of this oblique rotation 
correlations of greater than 0.3 were specified (Pallant, 2003), lower 
correlations are unlikely to be of significance and it is hoped that a 'simple 
structure' of strong loadings of variables on one component will become clear 
(Jennrich, and Sampson, 1966; Tabachnick and Fidell, 1996). 
ｃｯｭｾｯｮ･ｮｴ＠
1 2 
Social6 
.879 
Social5 
.867 
Social4 
.798 
Social3 
.721 
Social2 
.8 88 
Social1 
.8 82 
Extraction Method: Principal Component Analysis. 
Rotation Method: Oblimin with Kaiser Normalization. 
Source Main Study 
Table 4.21: Rotational Analysis - Social Construct 
The factor analysis confirms the hypothesised position and the two factors are 
identified as 'Networking' and 'Professional Identity' and the items 
representing those are shown in Table 4.22. 
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Pedogog1 
Pedagog2 
Pedagog3 
Pedagog4 
Pedagog5 
Pedagog6 
Pedogog7 
Pedagog8 
Pedogog9 
Factor Item 
Networking 
Professional 
Identity 
"In general doing the MBA has increased my business 
contacts." 
"In general I am very close to those contacts I made 
during m MBA.'' 
"During the MBA I have developed a clear career and 
professional identity" 
"Since the MBA I am still searching for my career and 
professional identity" (reverse coded). 
" I know who I am professionally and in m career" 
"I do not yet know what my career and professional 
identity is" reverse coded). 
Source Factor Analysis 
Table 4.22: Items for Social Construct 
4.5.4 Factor Analysis for the Pedagogical Construct. 
The pedagogical construct was tested for suitability for factor analysis and a 
correlation matrix was derived Table 4.23 and the Kaiser-Meyer-Oikin 
Measure of Sampling Adequacy (KMO) and Barletfs Test of Sphericity 
calculated, Table 4.24. 
Ｎﾧｾｾ＠ .099 -.131 .006 -.154 .166 
-.167 .099 1.000 .262 .038 ｩ Ｔ｝Ｑｾ＠ .060 -.035 
-.198 -.131 .262 1.000 .285 ｛Ｚﾧ｝Ｚ ｾ＠ .203 .251 
-.005 .006 .038 .285 1.000 .214 .294 ｾ ｾｾｾ＠
-.144 -.154 ｾ ｾﾧ＠ ｦ ｾｊﾧ＠ .214 1.000 .112 .061 
f383 r. ._ •• .•• , ｾ ｾｾﾧＮ＠ .060 .203 .294 .112 1.000 ｲｾ Ｍ ｴｴＡ＠
.095 .166 -.035 .251 ｾ ｾ Ｍ ｾｑ＠ .061 ｛ ｾ ｟ ｚＺ ｑ＠ 1.000 
-.052 .051 .mill ｾＱＱＳＮｾ＠ .226 .278 .147 .335 
Source Main study 
Table 4.23: Correlation matrix for Pedagogical Constructs 
The results in table 4.23 indicate that there are a number of items with 
correlations above 0.3, the Kaiser-Meyer-Oikin value was 0.619, Table 4.24, 
exceeding the recommended value of 0.6 (Kaiser, 197 4 cited in Pallant, 2003) 
and Bartlett's Test of Sphericity (Bartlett, 1954 cited in Pallant, 2003) is 
significant (p=.OOO) proving suitability for factor analysis. 
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.051 
ｾ ｾ Ｍ ｾ Ｍ ｾ＠
ｴ Ｔ ｟ ﾧ Ｍ ｾ＠
.226 
.278 
.147 
ｴ Ｓ ｟ ｾ Ｍ ｾ＠
1.000 
Kaiser-Meyer-Oikin Measure of 
Sampling Adequacy. 
Bartlett's Test of 
Sphericity 
Approx. Chi-
Square 
df 
Sig. 
Source Main Study 
.619 
323.255 
36 
.000 
Table 4.24: KMO and Bartlett's Test for Pedagogical Factors 
Principal components analysis revealed three components. These were found 
using the Eigen value rule (Kaiser's criterion) and each had an Eigen value 
greater than one, explaining 33.58%, 17.94o/o and 11.87o/o of the variance 
respectively, Table 4.25. 
Rotation Sums 
of Squared 
Component Initial Eigenvalues Extraction Sums of Squared Loadings Loadings 
1 
2 
3 
4 
5 
6 
7 
8 
9 
%of Cumulative %of Cumulative 
Total Variance % Total Variance % Total 
2.513 27.926 27.926 2.513 27.926 27.926 
2.069 22.991 50.917 2.069 22.991 50.917 
1.229 13.656 64.573 1.229 13.656 64.573 
.824 9.154 73.726 
.633 7.034 80.760 
.554 6.151 86.911 
.514 5.707 92.618 
.404 4.494 97.112 
.260 2.888 100.000 
Source Mam Study 
Table 4.25: Principal Component Analysis for Pedagogical Constructs 
To aid the interpretation of these components, a Direct Oblimin rotation was 
performed, Table 4.26. For the purposes of this oblique rotation correlations of 
greater than 0.3 were specified (Pallant, 2003), lower correlations are unlikely 
to be of significance and it is hoped that a 'simple structure' of strong loadings 
of variables on one component will become clear (Jennrich, and Sampson, 
1966; Tabachnick and Fidell, 1996). 
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1.990 
1.925 
1.897 
Component 
1 2 3 
Pedagog3 
.868 
Pedagog6 
.717 
Pedogog9 
.628 .397 
Pedagog4 
.522 .490 
Pedagog2 
.888 
Pedogog1 
.855 
Pedogog7 
.557 .342 
Pedagog8 
.787 
Pedagog5 
.745 
Extraction Method: Pnnc1pal Component Analysis. 
Rotation Method: Oblimin with Kaiser Normalization. 
Source Main Study 
Table 4.26: Rotational Analysis - Pedagogical Constructs 
The results indicate a 3 factor solution however three variables Pedogog9, 
Pedagog4 and Pedagog? show moderate loading across the components 
using Stevens (1992 cited in Field 2003) recommendation for loading on 
sample sizes the loading was adjusted 0.5 as the sample size used here was 
145. The Direct Oblimin rotational analysis was re-run, Table 4.27. 
Component 
1 2 3 
Pedagog3 
.868 
Pedagog6 
.717 
Pedogog9 
.628 
Pedagog4 
Pedagog2 
.888 
Pedogog1 
.855 
Pedogog7 
.557 
Pedagog8 
.787 
Pedagog5 
.745 
Extraction Method: Principal Component Analysis. 
Rotation Method: Oblimin with Kaiser Normalization. 
Source Main Study 
Table 4.27: Rotational Analysis (2) - Pedagogical Constructs 
The results support a three factor solution. Pedagog4 "The case study method 
is the best way of teaching management'' does not load on any of three 
components and is removed. The three factor structure explained a total of 
64.96 per cent of the variance with component one the 'Disciplinary Approach' 
contributing 27.92 per cent component two 'Staff Development' contributing 
22.99 per cent of the variance and component three ' Critical Approach' 
contributing 13.65 per cent. The interpretation of the three components was 
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consistent with the hypothesised position and the items representing these 
three factors can now be identified, Table 4.28. 
Factor Items 
· Disciplinary Approach b "I prefer the teachil1g to reflect more on· theory and 
the most recent research." 
Staff Development 
Approach 
Critical Approach 
''I prefer the modules on the course to strongly 
reflect the academic discipline to which they relate." 
"Knowledge of the current research in management 
is central to the quality of the MBA_"------1 
"I prefer a balance between the theory and the 
practical." 
"The MBA must always be of practical use." 
---------1 
"Simulation and action cases are the best method 
of management learning." 
"Dialogue and debate between the teacher and the 
student is the best way to development knowledge 
and understanding of management. " 
-------1 
"The content of the MBA must draw on the work 
experiences of the students." 
Source Factor Analysis 
Table 4.28: Items for Pedagogical Constructs 
4.5.5 Factor Analysis for the Give Value Construct 
The give value construct was also tested for suitability for factor analysis, 
although this was taken from Ledden et al. (2007) and was already identified 
as being a suitable measure but re-tested for confirmatory purposes. A 
correlation matrix was derived, Table 4.28, and the Kaiser-Meyer-Oikin 
Measure of Sampling Adequacy (KMO) and Barlett's Test of Sphericity 
calculated, Table 4.29. 
Correlation 
Value1 Value2 Value3 
Value1 1.000 
-
.119 
Value2 m 1.000 -.066 
Value3 
.119 -.066 1.000 
Value4 
.289 .068 ｾ Ｘ ｾ＠
Value5 
.175 -.042 ｾｾ＠
Source Main study 
Value4 
.289 
.068 
ｾｾ＠
1.000 
ｾ ＺｴＺｾｾ＠
Value5 
.175 
-.042 
ｾｾ＠
E'l\96. 
1.000 
Table 4.28: Correlation matrix for Value Construct 
The results in table 4.28 indicate that there are a number of items with 
correlations above 0.3, the Kaiser-Meyer-Oikin value was 0.619, Table 4.29, 
exceeding the recommended value of 0.6 (Kaiser, 197 4 cited in Pallant, 2003) 
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and Bartlett's Test of Sphericity (Bartlett, 1954 cited in Pallant, 2003) is 
significant (p=.OOO). 
Kaiser-Meyer-Oikin Measure 
·of Sampling Adequacy. 
Bartlett's Test of Approx. Chi-
Sphericity Square 
df 
Sig. 
Source Main Study 
.668 
417.658 
10 
.000 
Table 4.29: KMO and Bartlett's Test for Value Factors 
Principal components analysis revealed two components. These were found 
using the Eigen value rule (Kaiser's criterion) and each had an Eigen value 
greater than one, explaining 52.30 per cent and 33.65 per cent of the variance 
respectively, Table 4.30. 
Rotation 
Sums of 
Extraction Sums of Squared Squared 
Component Initial Eigen Values Loadin s Loadings 
%of Cumulative 
Total % of Variance Cumulative % Total Variance % 
1 2.615 52.298 52.298 2.615 52.298 52.298 
2 1.682 33.649 85.947 1.682 33.649 85.947 
3 
.292 5.841 91.788 
4 
.244 4.876 96.663 
5 
.167 3.337 100.000 
Source Mam Study 
Table 4.30: Principal Component Analysis for Value Construct 
To aid the interpretation of these components, a Direct Oblimin rotation was 
performed, Table 4.31. For the purposes of this oblique rotation correlations of 
greater than 0.3 were specified (Pallant, 2003), lower correlations are unlikely 
to be of significance and it is hoped that a 'simple structure' of strong loadings 
of variables on one component will become clear (Jennrich, and Sampson, 
1966; Tabachnick and Fidel!, 1996). 
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Total 
2.557 
1.741 
ｃｯｭｾｯｮ･ｮｴ＠
1 2 
Value4 
.931 
Value5 
.910 
Value3 
. 
.908 
Value2 
.934 
Value1 
.918 
Extract1on Method: Pnnc1pal Component Analysis. 
Rotation Method: Oblimin with Kaiser Normalization. 
Source Main Study 
Table 4.31: Rotational Analysis -The Value Give Construct 
The results confirm a 2 factor solution for the give value construct. The 
interpretation of two components was consistent with the hypothesised 
position and the items representing these three factors can now be identified, 
Table 4.32. 
Value Constructs Items 
Monetary "The money paid for the MBA is reasonable 
Considerations considering what I will get from it." 
"When considering the price I paid for the MBA, I 
believe the quality is good." 
"The MBA is good value for the price." 
Non-Monetary "Doing the MBA reduced the time I spent with family." 
Considerations 
"Doing the MBA reduced the time I spent with 
friends." 
Source Factor Analysts 
Table 4.32: Items for The Give Value Construct 
4.5.6 Factor Analysis for the Emotional Construct. 
The emotional construct was tested for suitability for factor analysis and a 
correlation matrix was derived Table 4.33 and the Kaiser-Meyer-Oikin 
Measure of Sampling Adequacy (KMO) and Barlett's Test of Sphericity 
calculated, Table 4.34. The results in table 4.33 indicate there are a number of 
items with correlations above 0.3, the Kaiser-Meyer-Oikin value was 0.759, 
Table 4.34, exceeding the recommended value of 0.6 (Kaiser, 1974 cited in 
Pallant, 2003) and Bartlett's Test of Sphericity (Bartlett, 1954 cited in Pallant, 
2003) is significant (p=.OOO). 
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7 
Kaiser-Meyer-Oikin Measure of 
Sampling Adequacy. 
Bartlett's Test of 
Sphericity 
Approx. Chi-
Square 
df 
Sig. 
Source Main Study 
.759 
735.123 
91 
.000 
Table 4.34: KMO and Bartlett's Test for Emotional Factors 
Principal components analysis revealed four components. These were found 
using the Eigen value rule (Kaiser's criterion) and each had an Eigen value 
greater than one, explaining 44.68%, and 27.24°/o of the variance 
respectively, Table 4.34. 
Rotation 
Sums of 
Extraction Sums of Squared Squared 
Component Initial EiQen Values LoadinQs Loadings 
%of Cumulative %of Cumulative 
Total Variance % Total Variance % Total 
1 4.294 30.670 30.670 4.294 30.670 30.670 3.091 
2 2.169 15.490 46.160 2.169 15.490 46.160 2.118 
3 1.308 9.346 55.506 1.308 9.346 55.506 1.901 
4 1.222 8.731 64.237 1.222 8.731 64.237 1.883 
5 
.880 6.287 70.524 
6 
.795 5.678 76.202 
7 
.695 4.965 81.168 
8 
.556 3.973 85.140 
9 
.502 3.586 88.727 
10 
.422 3.015 91.741 
11 
.406 2.897 94.638 
12 
.323 2.305 96.943 
13 
.252 1.801 98.744 
14 
.176 1.256 100.000 
Source Mam Study 
Table 4.34: Principal Component Analysis for Emotional Construct 
The examination of the literature in Chapter 3 had suggested that the 
emotional construct was comprised of two main factors self-esteem and self-
efficacy and a comprehensive review of potential sub-factors within these 
much researched scales concluded that single scales represented both 
constructs. This can be seen in the principal component analysis as 
components one and two capture more of the information than then the third 
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and fourth and a two factor solution was sought. To aid the interpretation of 
these components, a Direct Oblimin rotation was performed, Table 4.35. For 
the purposes of this oblique rotation correlations of greater than 0.3 were 
specified (Pallant, 2003), lower correlations are unlikely to be of significance 
and it is hoped that a 'simple structure' of strong loadings of variables on one 
component will become clear (Jennrich, and Sampson, 1966; Tabachnick and 
Fidell, 1996). 
Component 
1 2 
Efficacy6 
.794 
Efficacy2 
.785 
Efficacy3 
.772 
Efficacy5 
.755 
Efficacy1 
.682 
Efficacy8 
.632 
Efficacy? 
.604 
Efficacy4 
.572 
Esteem11 
.763 
Esteem10 
.735 
Esteem2 
.651 
EsteemS 
.631 
Esteem4 
.500 
Esteem9 
.431 
Extractton Method: Pnnctpal Component Analysis. 
Rotation Method: Oblimin with Kaiser Normalization. 
Source Main Study 
Table 4.35: Rotational Analysis - Emotional Construct 
The factor analysis confirms the generally hypothesised position of the self-
esteem construct and the self-efficacy construct as uni-dimensional constructs 
(Robins et al., 2001; Chen et al., 2004). The methodology had previously 
examined the self-esteem scale for two factors and the results had not 
confirmed the two factor argument presented by O'Malley and Bachman 
1986, Greenberg et al., 2003 and Schmitt and Allik (2005). However, this was 
further checked with this data set and a Direct Oblimin rotation was performed 
with a factor setting at 3, Table 4.36. It can be seen that three factors are 
shown and the self-esteem construct can be seen as a two factor scale with 
this data. However the item Esteem9, "I wish I could have more respect for 
myself" does not load on either of the self-esteem factors. This analysis shows 
the self-esteem construct has a potential two factor effect with respect to the 
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positively and negatively worded items. The case is not fully proven however 
without changing this well validated scale. In the case of this study the scale 
shall be considered a uni-dimensional measure. 
Component 
1 2 3 
Efficacy6 
.813 
Efficacy3 
.807 
Efficacy2 
.768 
Efficacy5 
.750 
Efficacy1 
.663 
Efficacy4 
.612 
Efficacy a 
.581 
Efficacy7 
.545 
Esteem4 
.835 
EsteemS 
.645 
Esteem2 
.526 
EsteemS 
Esteem10 
-.822 
Esteem11 
-.791 
Extraction Method: Principal Component Analysis. 
Rotation Method: Oblimin with Kaiser Normalization. 
Source Main Survey 
Table 4.36: Rotational Analysis (2) - Emotional Construct 
The results confirm a 2 factor solution for the emotional construct. The 
interpretation of two components was consistent with the hypothesised 
position and the items representing these three factors can now be identified, 
Table 4.37. 
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Construct Items 
Self-Esteem On the whole I am satisfied with myself. 
·At times I think I am no good at all. ® 
I think that I have a number of good qualities. 
I am able to do things as well as most other people. 
I certainly feel useless at times. ® 
I wish I could have more respect for myself. ® 
Self-Efficacy I will be able to achieve most of the goals that I have set 
for myself. 
When facing difficult tasks, I am certain that I will 
accomplish them 
In general, I think that I can obtain outcomes that are 
important to me 
I believe I can succeed at most any endeavour to which 
I set my mind. 
I will be able to successfully overcome many challenges 
I am confident that I can perform effectively on many 
different tasks. 
Compared to other people, I can do most tasks very well 
Even when things are tough, I can perform quite well 
. . Source Factor Analysis Pedagogical Construct 
Table 4.37: Items for Emotional Construct 
4.5. 7 Factor Analysis for the Conditional Construct 
The conditional value construct was tested a correlation matrix was derived 
Table 4.38 and the Kaiser-Meyer-Oikin Measure of Sampling Adequacy 
(KMO) and Barlett's Test of Sphericity calculated, Table 4.39. 
Rank1 Rank2 Signal1 Signal2 Signal3 Signal4 SignalS 
Rank1 1.000 ｾＰ＠ .224 .030 .088 .012 .094 
Rank2 ｾＺｾ＠ 1.000 .133 .1S3 .099 -.099 .127 
Signal1 
.224 .133 1.000 ｭｾ＠ ｾｾｑｾ＠ ｛｛ｾ＠ ｾ ｾ｛ｾ＠
Signal2 
.030 .1S3 .367 1.000 .377 .18S .2SS 
Signal3 
.088 .099 ｾ ＰＲ＠ ｭｾｾ＠ 1.000 .294 ｦ ﾧﾧｾ＠
Signal4 
.012 -.099 ＨｰＧＶｾ＠ .18S .294 1.000 .1S6 
SignalS 
.094 .127 .343 .2SS ｾ＠
""' 
.1S6 1.000 
Source Mam study 
Table 4.38 Correlation matrix for Conditional Construct 
The results in table 4.38 indicate that there are a number of items with 
correlations above 0.3, the Kaiser-Meyer-Oikin value was 0.633, Table 4.39, 
exceeding the recommended value of 0.6 (Kaiser, 1974 cited in Pallant, 2003) 
and Bartlett's Test of Sphericity (Bartlett, 1954 cited in Pallant, 2003) is 
significant (p=.OOO). 
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Kaiser-Meyer-Oikin Measure of 
Sampling Adequacy. 
Bartlett's Test of Approx. Chi-
Sphericity Square 
df 
Sig. 
Source Main Study 
.633 
280.862 
21 
.000 
Table 4.39: KMO and Bartlett's Test for Conditional Factors 
Principal components analysis revealed three components. These were found 
using the Eigen value rule (Kaiser's criterion) and each had an Eigen value 
greater than one, explaining 37.13 per cent, 21.59 per cent and 14.70 of the 
variance respectively, Table 4.40. 
Rotation 
Sums of 
Squared 
Component Initial Eigenvalues Extraction Sums of Squared Loadings Loadings 
%of Cumulative %of Cumulative 
Total Variance % Total Variance % Total 
1 2.599 37.129 37.129 2.599 37.129 37.129 1.906 
2 1.511 21.586 58.714 1.511 21.586 58.714 1.658 
3 1.029 14.695 73.409 1.029 14.695 73.409 1.575 
4 
.781 11.161 84.570 
5 
.428 6.114 90.684 
6 
.401 5.722 96.406 
7 
.252 3.594 100.000 
Source Mam Study 
Table 4.40: Principal Component Analysis for Conditional Construct 
The literature had indicated a two factor scenario for the conditional construct 
(Simmering and Wilcox, 1995; Jean et al., 2003; Arcidiacono et ·al., 2008; 
Navarro, 2008). The eigenvalues and the scree plot (Appendix 7) show that 
components one and two capture most of the information and the third factor 
is marginal in terms of degree of variance. To aid the interpretation of these 
components, a Direct Oblimin rotation was performed, Table 4.41. For the 
purposes of this oblique rotation correlations of greater than 0.3 were 
specified (Pallant, 2003), lower correlations are unlikely to be of significance 
and it is hoped that a 'simple structure' of strong loadings of variables on one 
component will become clear (Jennrich, and Sampson, 1966; Tabachnick 
and Fidell, 1996). 
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Component 
1 2 
Signal1 
.841 
Signal3 
.777 
Signal4 
.693 
SignalS 
.626 
Signal2 
.572 
Rank2 
.881 
Rank1 
.840 
Extraction Method: Pnnc1pal Component Analysis. 
Rotation Method: Varimax with Kaiser Normalization. 
Source Main Study 
Table 4.41: Rotational Analysis -The Conditional Construct 
The results give a clear a 2 factor solution for the give value construct. The 
interpretation of two components was consistent with the hypothesised 
position and the items representing these three factors can now be identified, 
Table 4.42. 
Construct Items 
Ranking "I choose my do my MBA at this Business school because 
of its ranking". 
"I choose my do my MBA at this business school because it 
was accredited". 
Signal Effect "Getting an MBA will enable me to get a job with more 
status". 
"I decided to pursue an MBA because I had few options for 
advancement without if'. 
"I believe others will be impressed by the fact I will have an 
MBA" 
"I decided to pursue an MBA because I had few options for 
advancement without it". 
"I believe others will be impressed by the fact I will have an 
MBA" 
.. Source Factor Analys1s Conditional Construct 
Table 4.42: Items for Conditional Construct 
4.5.8 Reliability Post Factor Analysis 
Once the factor analysis had been done and the items removed the reliability 
of each value construct was re-tested, Table 4.43. 
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Construct Cronbach 
Alpha 
External Career 0.825 
Source Main Data 
Table 4.43 Internal Reliability Results for Main Survey 
As only a few items had been removed the results do not differ significantly to 
those found earlier. They show that the internal consistency of the scales for 
the, 'External Career', 'Internal Career', 'Networking', Professional Identity, 
'Self Esteem', Self-Efficacy, 'Signal', 'Disciplinary Approach', 'Non-Monetary 
Value' and 'Monetary Value' all exceed the Cronbach alpha coefficient of 0. 7. 
Two of the pedagogical constructs Staff Development and Critical approach 
with Cronbach Alphas of 0.621 and 0.556 respectively fall below the normal 
reliability cut-off of 0.7 for Cronbach Alpha. So although the influence of 
choice of pedagogical method on the epistemic function is theorised as a 
moderator on the development of knowledge it is recognised in this study they 
have to be excluded from the model. It is recognised for future work that 
these scales would need a greater number of items to fully identify the nature 
of the construct required. The final construct not to meet the Cronbach cut-off 
of 0. 7 was rank but with a coefficient 0.691 it was deemed acceptable as 
argued in section 4.4. 
4.6 Testing the Model 
Now the factor loadings have been established. The proposed model as it is 
multidimensional in nature can be tested by the use of Structural Equation 
Modelling (SEM). However before the model is estimated any issues relating 
to data need to be addressed. These relate to sample size, multicollinearity, 
normality and missing data (Weston & Gore, 2006). 
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4.6.1 Sample Size 
There is no consensus on the right sample size for SEM (Weston & Gore, 
2006). As seen in the methodology section a power analysis was carried out 
ｾ＠ ｾ＠ .. -
and the sample size of 145 was seen to be adequate for the statistical testing 
required by the Hypotheses 3-8. MacCallum, Browne and Sugawara (1996) 
cited in Weston & Gore (2006) report that the sample size requirement 
depends on the desired power, the null hypothesis and the complexity of the 
model. Jackson (2003) found only a small effect of sample size model fit, 
suggesting that the reliability of the observed measures and the number of 
indicators per factor was more important. The measures reported here are 
both reliable and have a several indicators per factor so the sample size of 
145 appears adequate. 
4.6.2 Normality 
Most statistics in SEM assume that the multivariate distribution is normally 
distributed. Testing the assumptions for multivariate normality is impractical as 
it involves examining an infinite number of linear observations (Weston & 
Gore, 2006). The researcher has therefore examined the normality of each 
observed variable. 
4.6.2.1 Normality of External and Internal Career 
The data were recoded and totals for the functional construct, the external and 
internal career measures 'funex' and 'funiNT' computed. The data was first 
tested for normality. The distribution of the two scores was skewed (see 
Figure 4.1 ). This result is no surprise as the underlying nature of the two 
constructs would imply that MBA graduates are more likely to be experiencing 
a rewarding career in both extrinsic and intrinsic senses (Sturges et al., 2003; 
Pfeffer, 2005; Ozbilgin et al., 2005). However the visual inspection could 
argue for normality. 
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Histogram Histogram 
ｾ＠ equency 
1()-
rn r 
2.00 4.00 6.00 8.00 10.00 10.00 15.00 20.00 25.00 
fun ex fun INT 
Figure 4.1: Distributions for Totals of External and Internal Career 
This is confirmed by examining the Detrended Normal Q-Q plots for external 
and internal career measures ' funex' and 'fun I NT' (see Figure 4.2). 
Normal Q-Q Plot of funex Normal Q-Q Plot of fun INT 
., 0 
Observed Value Observed Value 
Figure 4.2: Detrended Normal Q-Q plots for funex and funiNT 
It is recognised that the Kolmogorov- Smirnov test when run for both scores 
reported a significance level of p<O.OOO which is indicative of a non-normal 
distribution but, a non-significant result is typical for larger distributions 
(Pallant 2003). 
4.6.2.2 Normality of Hard and Soft Skills 
The data for competences, the epistemic construct, were receded and totals 
for the hard skills 'TOTHARD' and soft skills 'TOTSOFT' and tested for 
normality. The distribution of the two scores appears normally distributed (see 
Figure 4.3). 
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Histogram Histogram 
EPISSOFT EPISHARD 
Figure 4.3: Distributions of Totals for Hard and Soft Skills 
This is confirmed by examining the Detrended Normal Q-Q plots for the hard 
and soft skill measures 'EPISHARD' and 'EPISOFT' (see Figure 4.4). 
Normal Q-Q Plot of EPISHARD Normal Q-Q Plot of EPISSOFT 
Observed Value Observed Value 
Figure 4.4: Detrended Normal Q-Q plots for EPISHARD and EPISSOFT 
4.6.2.3 Normality of Network and Professional Identity 
The data for social construct was also receded and totals for networking 
'NETWORK' and professional identity 'IDENT' tested for normality. The 
distribution of the two scores appears normally distributed (see Figure 4.5). 
Histogram Histogram 
NETWORK I DENT 
Figure 4.5: Distributions of Totals for Network and Professional Identity 
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This is confirmed by examining the Detrended Normal Q-Q plots for the 
network and professional identity measures 'NETWORK@ and 'IDENT' (see 
Figure 4.6). 
Normal Q-Q Plot of NETWORK 
E pected 
N rmal 
·2 0 
Observed Value 
Normal Q-Q Plot of IDENT 
E pected 
N rmal 
10 
Observed Value 
Figure 4.6: Detrended Normal Q-Q plots for EPISHARD and EPISSOFT 
4.6.2.4 Normality of Self-Esteem and Self-Efficacy 
The data for the emotional construct was also receded and totals for self-
efficiency 'ESTEEM' and self-efficacy 'EFFICACY' and tested for normality, 
the distribution of the two scores appears normally distributed (see Figure 
4.7). 
Histogram Histogram 
ESTEEM EFFICACY 
Figure 4.7: Distributions of Totals for Self-Esteem and Self-Efficacy 
This is confirmed by examining the Detrended Normal Q-Q plots for self-
efficiency and self-efficacy 'ESTEEM' and 'EFFICACY' (see Figure 4.8) . 
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Normal Q-Q Plot of 
ESTEEM 
E pected 
rmal · 
Observed Value 
Normal Q-Q Plot of 
' EFFICACY 
E pected 
N rmal 
Observed Value 
Figure 4.8: Detrended Normal Q-Q plots for ESTEEM and EFFICACY 
4.6.2.5 Normality of Ranking and Signal 
The data for the conditional construct was also recoded and totals for ranking 
'TOTRANK' and signal 'SIGNA' tested for normality, the distribution of the two 
scores appears normally distributed (see Figure 4.9). 
Histogram Histogram 
Fr ｾｱｵ･ｮ｣ｹ＠
TOTRANK SIGNA 
Figure 4.9: Distributions of Totals for Ranking and Signal 
This is confirmed by examining the Detrended Normal Q-Q plots for ranking 
and signal 'TOTRANK' and 'SIGNAL' (see Figure 4.1 0) . 
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• 
Normal Q-Q Plot of TOTRANK Normal Q-Q Plot of SIGNA 
Observed Value Observed Value 
Figure 4.10: Detrended Normal Q-Q plots for RANK and SIGNA 
4.6.2.6 Normality of Monetary and Non-Monetary Value 
The data for the sacrificial construct was also receded and totals for monetary 
value 'MONETARY' and non-monetary value 'NONMON' tested for normality. 
The distribution of the two scores need further evidence to be considered 
normally distributed (see Figure 4.11 ). 
Histogram Histogram 
r-
F requen ｾ＠ f-
-
r-
10 
ｾｾ＠ l- f- n-
NONMON MONETARY 
Figure 4.11: Distributions of Totals for Monetary and Non-Monetary 
Value 
Examination of the Detrended Normal Q-Q plots for these totals of monetary 
and non-monetary value indicate that although the results for the monetary 
value 'MONETARY' indicate normality from the results of these plots. The 
non-monetary plot does not support a normal distribution (see Figure 4.12). 
When faced with a non-normal distribution of data a method commonly 
employed is transformation (Tabachnick & Fidell , 1996 cited in Pallant, 2003) . 
This method uses a reflection formula to transform the date into a normal 
distribution. The 
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Observed Value 
Normal QMQ Plot of MONETARY 
E' pected 
rmal 
Observed Value 
Figure 4.12: Detrended Normal Q .. Q plots for NONMON and MONETARY 
data which was showing a very strong right-handed skewness was 
transformed by reflection and square root using the formula suggested by 
Tabachnick & Fidell. 
SQRT (K-old variable) where K =largest value +1 
A new variable was created 'TNON and the Detrended Normal Q-Q plot 
shows evidence for normality (see Figure 4.13) 
Normal QMQ Plot of TNONMON 
0 .5 0 
-2.5 
0.0 0.2 0.4 06 0.8 1.0 
Observed Value 
Figure 4.13: Detrended Normal Q .. Q plots for NONMON 
4.6.2. 7 Normality of Pedagogical Constructs 
The data was receded and totals for the pedagogical constructs measures 
'DISCIP', 'STAFF and 'CRITICAL' computed. The data was first tested for 
normality. The distribution of the three scores was skewed (see Figure 4.14) 
This result is no surprise as the underlying nature of the two constructs would 
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imply that MBA graduates more likely be experiencing a rewarding career in 
both extrinsic and intrinsic senses (Sturges et al., 2003; Pfeffer, 2005; 
Ozbilgin et al., 2005). 
Histogram 
6.00 7.00 8.00 9.00 10.00 
5.00 7.50 10.00 12.50 15.00 
DISCIP CRITICAL 
40 Histogram r--
.--
30 
-
, .. 
Fre ｾｵ･ｮ｣ｹ＠
-
ｾ＠20 
-. 
n 
-
10 
,, 
I I:• 
: .. 
ｾ＠ 1--
750 10.00 12.50 15.00 
STAFF 
Figure 4.14: Distributions for Pedagogical Approaches 
This is the Detrended Normal Q-Q plots for the pedagogical constructs 
however confirm the normal distribution for these totals (see Figure 4.15) . 
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E 
N 
Normal Q-Q Plot of DISCIP 
50 T 5 100 
Observed Value 
Normal Q-Q Plot of CRITICAL 
6 7 
Observed Value 
0 
Normal Q-Q Plot of STAFF 
, 
E pected 
rmal 
Observed Value 
10 
Figure 4.15: Detrended Normal Q .. Q plots for Pedagogical Approaches 
4.6.3 Multicollinearity 
Multicollinearity expresses the relationships between variables. If the variables 
are highly related they are essentially redundant. This becomes a problem in 
SEM if the bivariate correlations are higher than r=0.85 (Weston & Gore 
2006). All the measured variables were correlated with each other and none 
demonstrated a Pearson correlation of greater than r=.405 as shown in Table 
4.43, overleaf. 
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4. 7 Model Estimations and Evaluation 
Based on the modifications above a re-specified model was drawn for testing 
comprising of 12 latent variables and 68 indicators and tested using the same 
data set. The path model specified earlier is now represented in the form of, 
second order, variables, latent variables and indicators. Figure 4.8 illustrates 
the relationships between the second order variables, latent variables and 
indicators in the modified model. The next stage in the process is to determine 
if the model in Figure 4.23 is over-, under- or just identified which involves 
determining the number of degrees of freedom. This is done by subtracting 
the number of parameters to be estimated from the known elements 
(correlations) in the correlation matrix. Using the following formula: 
(No of observed variables x (No of observed variables + 1 )/2 
Relationships among variables (parameters) are either (a) set to nonzero 
value and not estimated or (b) set to zero value and estimated or (c) left free 
to be estimated. The researcher has followed the practice of following the first 
condition. A count of the free parameters for the model is then as follows: 
53 Factor Loadings 
53 measurement error variances 
12 correlations among the latent variables 
The formula results in 53 x (53+1)/2 = 1431 known elements. The number of 
unknown, or estimated, parameters is captured in the model specification .. 
The difference between the number of known elements and the sum of these 
unknown elements is the number of degrees of freedom in the model, df 
=2346- 126 = 2220. According to the order condition, the current model is 
over-identified because there are more values known than parameters to be 
estimated (Weston & Gore, 2006). This means a test of the model is possible. 
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Soft Skills 
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External Career 
Internal Career 
Networking 
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Self-Esteem 
Self-Efficacy 
MBA Ranking 
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Non Monetary 
Figure 4.16: Re-specified Model of MBA Value 
Before a full estimation of the full model was carried out the relationship of 
gender to the indicator of functional value was carried out. A sub-hypothesis 
had been proposed and this was tested. 
4.7.1 The Influence of Gender 
The literature had reported that Gender moderated the effect of the MBA on 
the career outcomes of the MBA (Simpson, 2000; Simpson et al., 2005; 
AMBA, 2007) and the following hypothesis and been proposed. 
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fun ex 
H0 MBA students' perception of the functional value of the MBA is not a 
function of gender. 
H3 MBA students' perception of the functional value of the MBA is a 
function of gender. 
Both groups were tested using an independent t-test which showed no 
measure of difference at the 5o/o level for gender p= -0.498 for external career 
and p= 0.696 for internal career as shown in Table 4.44. 
Levene's Test 
for Equality of 
Variances t-test for Equality of Means 
95% Confidence 
Mean Std Interval of the 
F Sig. t df Sig. (2-tail) Difference Error Difference 
Lower Upper Lower Upper Lower Upper Lower Upper Lower 
Equal variances 
assumed .716 .399 -.498 143 .619 -.16029 .32179 -.79636 .47579 
Equal variances 
-.479 87.010 .633 -.16029 .33484 -.82582 .50524 not assumed 
fun INT Equal variances 
assumed 5.669 .019 -.754 143 .452 -.46747 .62012 
Equal variances 
-.696 78.513 .489 -.46747 .67189 not assumed 
Source Main Survey 
Table 4.45: Independent t-test for External and Internal career and 
Gender 
-1.69326 
-1.80497 
There was no statistically significant difference in the career change for 
gender. The results are unambiguous and gender was removed from the 
proposed model. The null hypothesis is accepted the students' perception of 
the functional value of the MBA is not effected by gender. The evidence 
reported in the previous studies of a gender effect is however not significantly 
challenged here. The sample has a bias towards part-time students and the 
sample has been generated by self-selection reducing the generalisation of 
this result. There is still a strong a priori case for including this in the proposed 
model but the data set does not support that in this case and the observed 
variable of gender was extracted from the model. This gave a further re-
design to the model, Figure 4.17. 
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.75831 
.87002 
Soft Skills 
Hard Skills 
External Career 
Internal Career 
Networking 
Professional Identity 
ｓ･ｬｦｾｅｳｴ･･ｭ＠
ｓ･ｬｦｾｅｦｦｩ｣｡｣ｹ＠
MBA Ranking 
Signal 
Non Monetary 
Figure 4.17: Further re-specified Model of MBA Value 
4.7.1 Confirmatory Factor Analysis 
There is a two order structure to the model described in Figure 4.24. In order 
to introduce a higher order structure into the research model, Byrne (2001) 
reports that it is standard practice that a Confirmatory Factor Analysis is run 
first for the first order and then a higher order is introduced followed by the 
incorporation of the higher order into the hypothesized research model. CFA 
tests theoretically derived hypotheses about how many factors exist and 
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which variables correspond to which factors. The difference is that EFA 
explores the factors that explain covariation among the variables, whilst CFA 
tests theoretically derived hypotheses about how many factors exist and 
. . . 
which variables correspond to which factors and confirms an hypothesised 
factor structure (Khan, 2006). A CFA run to the first order constructs resulted 
in the following model specifications as shown in Figure 4.18. 
Source Main Study 
Figure 4.18: Confirmatory Factor Analysis 
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Law and Wong (1999) report the measurement issues that can arise for 
misunderstanding the nature of constructs and following Ledden (2007) and 
recognising that the constructs used in the model are both reflective and 
formative in nature a least squares approach is employed in modelling the fit. 
There is much debate over a model's fit in SEM. There are multiple indices 
that are available to evaluate the model fit. Mostly the expectation is not of an 
exact fit of the data to the model but of an approximation and that is 
acceptable to social scientists (Martens, 2005). There are a number of fit 
indices used in SEM. The most popular is the chi squared statistic, critically a 
significant chi squared statistic is suggests the model does not fit the sample 
data whilst a non-significant result is indicative of a model that fits the data 
well (Weston & Gore, 2006). There are problems with the use of this statistic 
however. The larger the sample size, the more likely the rejection of the model 
and the more likely a Type II error (rejecting something true) and in very large 
samples, even tiny differences between the observed model and the perfect fit 
model may be found significant (Bryne, 2001). Consequently a range of fit 
measures are used. Weston & Gore (2006) suggest three additional indices to 
use in model assessment. 
The Comparative Fit Index (CFI): this index compares the improvement of the 
fit of the investigated model over a more restricted model called an 
independence or null model, which specifies no relationships among 
variables. CFI ranges from 0 to 1.0. 
The Root Mean Square Error of Approximation (RMSEA): This index corrects 
for a model's complexity. A RMSEA value of .00 means the model exactly fits 
the data and software packages normally provide 90°/o confidence intervals as 
well for RMSEA which incorporates the sampling error. 
The ｓｴ｡ｾ､｡ｲ､ｩｳ･､＠ Root Mean Square Residual (SRMR): This index is based 
on co-variance residuals, with smaller values meaning a better fit. The SRMR 
is a summary of how much difference exists between the observed data and 
the model. An SRMR of .00 indicates a perfect fit. 
Given this range of indices there is some debate about what constitutes the 
guidelines for an acceptable fit. Weston & Gore (2006) suggest originally a 
non-significant chi square, CFI greater than .90 , RMSEA less than 0.10 and 
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an SRMR less than 10 (Hu & Bentler, 1995; Browne & Cudek, 1993; Bentler, 
1995, cited in Weston & Gore, 2006) were acceptable guidelines. Weston & 
Gore (2006) then suggest more recent research on acceptable criteria 
. . . 
indicate that these values should be, CFI> .95, RMSEA<0.6 and SRMR < .08. 
A range between these two sets values should be acceptable. Following these 
guidelines, the model fit indices for the total sample in the CFA run produced 
the following indices: CFI =.554 and RMSEA=.1 01 with 90 per cent 
confidence interval (low .040; high .087), SRMR=0.92 and a Chi-square = 
392.645 which had a Probability level = .000. The fit is inadequate so the 
model needs modification. 
There is a mix of views on the model refinement process. Bollen (1989) 
suggest excluding items with a poor fit to the data and the preservation of a 
minimum of three items per construct. Whilst Bryne (2001) agrees he also has 
a more statistical based approach to model refinement suggesting scanning 
the output and applying the following criteria to achieve the better fit: 
Standardised regression weights (S.R.W) values should be above 0.5 
(preferably above .7). 
Squared multiple correlations (SMCs) should be above the cut off value 
of 0.5 
Standardised residual covariances (S.R.C) should be above 2.58 or 
below 2.58 -what is known as the absolute value 2.58 (Byrne, 2001 ), 
and- Modification indexes (MI) that reveal high covariance between 
measurement errors accompanied by high regression weights between 
these errors' construct are candidate for deletion (Byrne, 2001) 
The items with values in the S.R.W output were below 0.5 were deleted, 
Social3, SocialS, Esteem 9, Epis9, Function4, Esteem2. The modified model 
then reports GFI=.568, RMSEA=.98, SRMR=.91 but with a significant Chi-
Square of 340.68 with a probability p=OOO. A significant Chi-square is 
problematic as it means an exact fit to the data which is unlikely and normally 
only works with very large samples. As two of the range of indices fall within 
the previously accepted levels the model will be used. However it is noted that 
the deletion of items by a specification search reduces the acceptability of the 
post-hoc model. They become data driven models (Weston & Gore, 2006). 
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The items, if deleted under-mine, the construct validity as the scales have 
been carefully designed to test specific constructs, self-esteem and self-
efficacy being two such examples. Recognising this problem the model is now 
tested for the second order construct of Get a higher order confirmatory factor 
analysis. The re-specified model is shown below in Figure 4.19. 
Figure 4.19 The Second Order Get Construct Model 
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The model fit indices for the Get latent variable in the second order CFA run 
produced the following indices: CFI =.626 and RMSEA=.1 02 with 90 per cent 
confidence interval (low .040; high .087), SRMR=0.87 and a Chi-square = 
2144.3 which had a Probability level =.000. The results indicate that the 
higher order CFA does not support the data. Further modifications using the 
criteria listed above by Bollen (1989) and Bryne (2001) do not improve the fit. 
Ledden et al. (2007) had used a partial least squares methodology rather than 
the covariance methodology adopted here. It was hoped to produce a single 
goodness of fit model metric for the entire model but this has not been 
possible with this data set. So the null hypothesis, below, is accepted. 
Ho: MBA students' perception of the value of the MBA is not a function of 
multiple consumption values. 
The failure of the Confirmatory Factor Analysis to confirm the value construct 
of the MBA is a function of multiple consumption values does however not 
fully invalidate the model. The process was rigorous in developing the 
variables and the exploratory factor analysis confirmed the composition of 
their dimensions. The model it could be contended was well specified and 
conforms closely to early specifications used by Ledden et al. (2007) the 
problem has been the lack of richness in the data. The model was over-
identified, which meant a test was possible and the model showed first order 
validity but second order verification proved impossible. The confirmatory 
factor analysis tests whether indicators load on specific latent variables as 
proposed. Normally indicators that fail to load significantly on the expected 
factor can be changed, which in practice means the reduction of items, in the 
model proposed here the reduction required to make the model statistically 
valid was deemed to be excessive with clearly influential factors such as 
signal needing to be deleted. It became apparent that the data set was in 
actuality too small. Although, some literature such as MacCallum and et al. 
(1996) had suggested that required power was the defining parameter and as 
long the reliability of the measures were strong, smaller samples were 
adequate (Jackson, 2003) had persuaded the researcher to believe a smaller 
sample was appropriate. On reflection there is a strong argument that Weston 
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and Gore (2006) although offering support for smaller data sets argument for 
a minimum of 200 when using SEM was validated. However, the data set is 
still rich enough to provide insight into the value proposition of the MBA. So as 
a goodness of fit model could not be identified, the sub-hypotheses are tested 
with data using appropriate statistical techniques on SPSS rather than as 
moderators across the whole model. 
4.8 The influence of Experience on Value 
The prior experience of the students was argued by the Programme Directors 
as being a significant influence on what students gained from the degree and 
this was supported by the literature (Simpson 2000; Simpson et al, 2005) 
which led to the following hypothesis: 
Ho MBA students' perception of the value of the MBA does not change 
according to their previous experience. 
Hs MBA students' perception of the value of the MBA changes according 
to their previous experience. 
The experience data was split into four categories to reflect varying periods of 
experience prior to the MBA, four groups were chosen and categorised as up 
to 5 years, between 6 and 1 0 years, between 1 0 and 15 years and greater 
than 15 years' experience. A Kruskai-Wallis test was then completed against 
the total scores for each of the indicators of value. The results for each 
indicator against experience are shown in Table 4.46 and for the most part 
show no distinct differences by experience for most of the value indicators. 
The Chi-Square test results shown in Table 4.47 shows that only the hard 
skills competencies and internal career success with p< .008 and p< .032 are 
statistical significant at the 0.01 and 0.05 levels respectively. 
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Experience N Mean Experience N Mean 
Rank Rank 
External Internal 
Career Career 
·o-5· years 42 80.86 0-5 years 42 . 79:64 
6-10 years 47 77.29 6-10 years 47 69.32 
11-15 }"ears 19 66.55 11-15 years 19 92.08 
>15 years 37 61.95 > 15 years 37 60.34 
Total 145 Total 145 
Hard 0-5 years 42 60.79 Soft 0-5 years 42 79.33 
Skills 6-10 years 47 73.15 Skills 6-10 years 47 73.77 
11-15 years 19 66.58 11-15 years 19 71.55 
> 15 years 37 89.97 > 15 years 37 65.58 
Total 145 Total 145 
Network Profess. 
Identity 
0-5 years 42 80.80 0-5 years 42 79.54 
6-10 years 47 64.67 6-10 years 47 69.68 
11-15 years 19 63.45 11-15 years 19 75.29 
> 15 years 37 79.64 >15 years 37 68.62 
Total 145 Total 145 
Self Self 
Esteem Esteem 
0-5 years 42 66.38 0-5 years 42 67.82 
6-10 years 47 72.74 6-10 years 47 78.66 
11-15 years 19 82.66 11-15 years 19 65.61 
> 15 years 37 75.88 > 15 years 37 75.49 
Total 145 Total 145 
Ranking Signal 
0-5 years 42 71.25 0-5 years 42 62.04 
6-10 years 47 79.31 6-10 years 47 75.27 
11-15 years 19 61.74 11-15 years 19 90.26 
> 15 years 37 72.76 > 15 years 37 73.70 
Total 145 Total 145 
Non 0-5 years 42 68.39 Monetary 0-5 years 42 69.52 
Monetary 6-10 years 47 75.89 6-10 years 47 75.51 
11-15 years 19 72.11 11-15 years 19 72.45 
> 15 years 37 75.01 > 15 years 37 74.04 
Total 145 Total 145 
Source Mam Survey 
Table 4.46: Kruskai-Wallis Test for the Value Indicators and Experience 
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fun ex fun INT ESTEEM EFFICACY TOTRANK NONMON 
Chi- 5.173 8.783 2.256 2.271 2.593 1.154 Square 
df 3 . 3 3 3 3 ·3 
Asymp. 
.160 ｭ ｡ ｾ＠ .521 .518 .459 .764 Sig. 
EPISHARD EPISSOFT NETWORK I DENT SIGNA MONETARY 
Chi- 11.725 2.152 5.450 1.798 6.259 .494 Square 
df 3 3 3 3 3 3 
Asymp. ｭ ｯ ｾ＠ .541 .142 .615 .100 .920 Sig. 
Source Mam Study 
Table 4.47: Experience and the Value Indicators 
The results are not supportive of the hypothesis and the null hypothesis is 
accepted. However two significant results are of interest, as it appears that 
applicants to the MBA with 10-15 years of experience show the greatest gain 
in internal career success and the ones with the greatest amount of 
experience show the greatest benefit from the study of hard skills-which in 
this factor split is accounting and finance. 
4.9 The influence of Mode of Study on Value 
The Programme Directors interviews implied that the part-time groups gained 
more from their MBA study than perhaps the full-time students did. There was 
no evidence that the length of prior experience related to a majority of the 
indicators but, the entrants are mixed and splitting them purely by mode may 
show a greater relationship. This suggests the following hypothesis. 
H0 MBA students' perception of the value of the MBA does not change 
according to their mode of study. 
H6 MBA students' perception of the value of the MBA changes according 
to their mode of study. 
The mode of study data was split into full and part-time categories and a 
Kruskai-Wallis test was then completed against the total scores for each of the 
indicators of value. The results for each indicator against mode are shown in 
Table 4.48. 
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Study N Mean Study N 
Mode Rank Mode 
External Internal 
Career Career 
Fuii-Tinie 82 71.1f Full-Time 82 
Part-Time 63 75.46 Part-Time 63 
Total 145 Total 145 
Hard ｾ＠ Soft 
Skills Skills 
Full-Time 82 71.59 Full-Time 82 
Part-Time 63 74.84 Part-Time 63 
Total 145 Total 145 
Network Profess. 
Identity 
Full-Time 82 70.09 Full-Time 82 
Part-Time 63 76.79 Part-Time 63 
Total 145 Total 145 
Self Self 
Esteem Efficacy 
Full-Time 82 74.76 Full-Time 82 
Part-Time 63 70.71 Part-Time 63 
Total 145 Total 145 
Ranking Signal 
Full-Time 82 74.91 Full-Time 82 
Part-Time 63 70.51 Part-Time 63 
Total 145 Total 145 
Non Monetary 
Monetary 
Full-Time 82 69.45 Full-Time 82 
Part-Time 63 77.63 Part-Time 63 
Total 145 Total 145 
Source Mam Study 
Table 4.48: Kruskai-Wallis Test for the Value Indicators and Mode of 
Study 
Mean 
Rank 
72.06 
74.22 
77.14 
67.61 
73.52 
72.32 
72.05 
74.23 
66.65 
81.26 
74.39 
71.19 
The Chi-Square test results shown in Table 4.49 shows that only the signal 
indicator of value with p< .037 is statistical significant at the 0.05 level. 
fun ex fun INT ESTEEM EFFICACY TOT RANK NONMON 
Chi-
.398 .095 .337 .098 .407 1.897 Square 
df 1 1 1 1 1 1 
Asymp. 
.528 .758 .562 .754 .524 .168 Sig. 
EPISHARD EPISSOFT NETWORK I DENT SIGNA MONETARY 
Chi-
.250 1.838 .948 .030 4.338 .212 Square 
df 1 1 1 1 1 1 
Asymp. 
.617 .175 .330 .863 .037 .645 Sig. 
Source Mam Study 
Table 4.49: Mode of Study and the Value Indicators 
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The results are not supportive of the hypothesis and the null hypothesis is 
accepted. The only significant result reflects the higher value placed by the 
part-time students on the signal effect of the MBA. 
4.10 The influence of Status on Value 
The MBA is very much a global degree and the UK MBA has been shown to 
be attractive to overseas students. The Programme Directors highlighted the 
difference of expectation for the MBA from international students which led to 
the following hypothesis. 
H0 MBA students' perception of the value of the MBA does not change 
according to their status (International or Home). 
H7 MBA students' perception of the value of the MBA changes according 
to their status (International or Home). 
The student data was split into home and international categories and a 
Kruskai-Wallis test was then completed against the total scores for each of the 
indicators of value. The Chi-Square test results shown in Table 4.50 indicate 
that there is no differentiation by student status on any of the value indicators. 
The results for each indicator against mode are shown in Table 4.51 overleaf. 
fun ex fun INT ESTEEM EFFICACY TOTRANK NONMON 
Chi-
.016 .002 5.091 .146 3.810 .005 Square 
df 1 1 1 1 1 1 
Asymp. 
.900 .968 .024 .702 .051 .943 Sig. 
EPISHARD EPISSOFT NETWORK I DENT SIGNA MONETARY 
Chi- 2.431 .295 3.170 .120 .113 2.208 Square 
df 1 1 1 1 1 1 
Asymp. 
.119 .587 .075 .729 .737 .137 Sig. 
Source Mam Study 
Table 4.50: Student Status and the Value Indicators 
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Study N Mean Study N Mean 
Mode Rank Mode Rank 
External Internal 
Career Career . 
Home 87 73.35 Home 87 73.11 
International 58 72.47 International 58 72.83 
Total 145 Total 145 
Hard Soft 
Skills Skills 
Home 87 77.11 Home 87 71.45 
International 58 66.84 International 58 75.32 
Total 145 Total 145 
Network Profess. 
Identity 
Home 87 68.05 Home 87 72.02 
International 58 80.43 International 58 74.47 
Total 145 Total 145 
Self Self 
Esteem Efficacy 
Home 87 79.38 Home 87 71.93 
International 58 63.43 International 58 74.61 
Total 145 Total 145 
Ranking Signal 
Home 87 67.54 Home 87 72.05 
International 58 81.19 International 58 74.43 
Total 145 Total 145 
Non Monetary 
Monetary 
Full-Time 87 72.83 Full-Time 87 68.82 
Part-Time 58 73.26 Part-Time 58 79.27 
Total 145 Total 145 
Source Mam Study 
Table 4.51: Kruskai-Wallis Test for the Value Indicators and Status 
The results are not supportive of the hypothesis and the null hypothesis is 
accepted. 
4.11 The Influence of Tier on Value 
The literature reported rank as a significant influence on the economic return 
to the MBA and perceived career value (Hamlen & Southwick, 1989; Jeon et 
al., 2003; Merrit & Hazelwood, 2003: Arcidiacono et al., 2008; Navarro, 2008). 
The key differentiator for MBA market is accreditation the badging of MBAs by 
recognised quality bodies. This led to the following hypothesis. 
- 170-
H0 MBA students' perception of the value of the MBA does not change 
according to the Tier of the awarding institution. 
H8 MBA students' perception of the value of the MBA does change 
according to the Tier of the awarding institution. 
The survey asked the students to report their MBA awarding institution. The 
responses were then coded into three tiers. The first represented accredited 
MBA courses, the second unaccredited courses and the third those that were 
internationally ranked. A Kruskai-Wallis test was then completed against the 
total scores for each of the indicators of value. The results for each indicator 
against mode are shown in Table 4.52. 
Tier N Mean Tier N 
Rank 
External Accredited 115 69.45 Internal Accredited 115 
Career Unaccredited 22 76.18 Career Unaccredited 22 
Ranked 8 115.2 Ranked 8 
Total 145 Total 145 
Hard Soft 
Skills Skills 
Accredited 115 72.92 Accredited 115 
Unaccredited 22 68.59 Unaccredited 22 
Ranked 8 86.31 Ranked 8 
Total 145 Total 145 
Network Accredited 115 72.62 Profess. Accredited 115 
Unaccredited 22 74.34 Identity Unaccredited 22 
Ranked 8 74.75 Ranked 8 
Total 145 Total 145 
Self Accredited 115 71.47 Self Accredited 115 
Esteem Credited 22 73.05 Efficacy Unaccredited 22 
Ranked 8 94.94 Ranked 8 
Total 145 Total 145 
Ranking Signal 
Accredited 115 70.11 Accredited 115 
Unaccredited 22 78.00 Unaccredited 22 
Ranked 8 100.7 Ranked 8 5 
Total 145 Total 145 
Non Accredited 115 72.36 Monetary Accredited 115 
Monetary Unaccredited 22 70.73 Unaccredited 22 
Ranked 8 88.44 Ranked 8 
Total 145 Total 145 
Source Mam Study 
Table 4.52: Kruskai-Wallis Test for the Value Indicators and Tier 
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Mean 
Rank 
74.57 
54.77 
100.6 
69.29 
86.00 
90.56 
72.77 
69.27 
86.56 
73.93 
57.95 
100.9 
79.04 
44.95 
63.25 
70.57 
85.61 
73.25 
t 
. . -· --- -------
The Chi-Square test results shown in Table 4.53 indicate that there are 
significant results ·for external career with p <.009 significant at ·the ·.01 level, 
internal career with p <.020 significant at the .05 level and the signal effect 
with p < .002 significant at the .01 level. 
fun ex fun INT ESTEEM EFFICACY TOTRANK NONMON 
Chi- 9.410 7.842 2.370 6.596 4.507 1.644 Square 
df 2 2 2 2 2 2 
Asymp. ｾｾ＠ ro2:Q .306 .037 .105 .439 Sig. 
EPISHARD EPISSOFT NETWORK I DENT SIGNA MONETARY 
Chi- 1.222 4.412 .048 1.027 12.702 2.431 Square 
df 2 2 2 2 2 2 
Asymp. 
.543 .110 .976 .598 ｅＡｾＲ＠ .297 Sig. 
Source Main Study 
Table 4.53: Tier and the Value Indicators 
The results do not validate the hypotheses however as the sample sizes for 
two of the tiers are too small to generalise the results, although they do 
appear supportive of the literature. The main areas of difference for these 
small samples appear to be career success with the ranked correspondents 
(see Table 4.52) scoring significantly higher. The Null hypothesis can not be 
rejected due the sampling error, but it does point the way to further research 
on tier difference and MBA value. 
4.12 The Change in Self-Worth. 
The literature reported that self-worth grew as a result of gaining an MBA. 
The instrument developed for the model used standard scales of self-esteem 
and self-efficacy to measure self-worth at that point in time. Whereas it is 
reasonable to ask respondents on change in their business knowledge and 
career status, asking respondents to report their previous level of self-esteem 
may produce a result with low reliability. The measures of self-worth informed 
the emotional construct, but the researcher recognises the importance of 
whether or not the MBA experience changes the trait of self-esteem. Harter & 
Whitesell (2003), report that constructs such as self-esteem are not trait like in 
nature and change over time, particularly at periods of transition such as 
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starting at university. The best way of testing this in this study of MBA value 
would have been to test the respondents longitudinally over a period prior and 
post their MBA. This was impossible. However using the data from the survey 
conducted with new postgraduates to confirm the use of the self-esteem 
scales prior to the pilot survey a comparative measure may be made here. A 
simple hypothesis on the effect of MBA education can be postulated. 
Ho Self-esteem does not change as a result of the MBA. 
H9 Self-esteem does change as a result of the MBA. 
Values for both self-esteem and self-efficacy in the prior to pilot survey with 
new postgraduates and then again in main study with the MBA graduates and 
tested with an independent t-test which returned a highly significant result with 
p< .000 significant at the 1% level for both measures. Although, these are not 
the same students and the test is not measuring the change in a specific 
cohort but rather two independent groups of students, one at the start of their 
course and another some years after. Nonetheless the results support the 
rejection of the null hypotheses, but with the qualification that this reports the 
difference between two different groups of students rather than the change in 
an individual. 
4.13 The influence of Pedagogy on Competency Development 
The Programme Directors' interviews and further examination of the literature 
had indicated the importance of pedagogy on competence development 
(Currie and Knights, 2003). The following hypothesis had been proposed: 
H0 MBA students' perception of their development of competences is 
not a function of pedagogy. 
H4 MBA students' perception of their development of competences is a 
function of pedagogy. 
The respondents were asked to indicate their preference of pedagogical 
approach and this hypothesis tests if that preference relates to their 
perception of how those competences have developed. The earlier work in 
this research raised concerns about the reliability of these scales so a non-
parametric approach was adopted and the reported pedagogical preference 
correlated against competency development using Spearman's Rank 
correlation, Table 4.54. 
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EPISHARD EPISSOFT DISCIP STAFF CRITICAL 
EPISHARD Correlation Coefficient 1.000 .?83(**) ｾ＠ .099 .122 """""" . 
Sig. (2-tailed) 
.001 .025 .235 .143 
N 145 145 145 145 145 
EPISSOFT Correlation Coefficient 
.283(**) 1.000 ｾｾＱ＠ ｾ｛Ｈｦｪ＠ .041 
Sig. (2-tailed) 
.001 .004 .018 .628 
N 145 145 145 145 145 
DISCIP Correlation Coefficient 
.186(*) .240(**) 1.000 .018 .175(*) 
Sig. (2-tailed) 
.025 .004 .831 .035 
N 145 145 145 145 145 
STAFF Correlation Coefficient 
.099 .196(*) .018 1.000 .272(**) 
Sig. (2-tailed) 
.235 .018 .831 .001 
N 145 145 145 145 145 
CRITICAL Correlation Coefficient 
.122 .041 .175(*) .272(**) 1.000 
Sig. (2-tailed) 
.143 .628 .035 .001 
N 145 145 145 145 145 
Mam Survey 
Table 4.54: Correlation Matrix Pedagogical Approach and Competences 
The results show some interesting relationships; there is significant relation 
between Competency Development and the disciplined pedagogical 
approach. The critical pedagogical approach shows no correlation with either 
form of skill development. These results support the hypothesis that the 
pedagogical approach influences competency development, the reliability of 
the data set prevents generalisation but the result points the way towards 
further research on the influence of pedagogical approach and competency 
development. 
4.14 Added Value Comments 
The last question on the survey was an open question, "Finally what do you 
believe is the greatest value you have had from the MBA?" The responses 
support the general propositions of the theoretical model and a content 
analysis of the comments Table 4.55 (overleaf) shows this. 
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• 
Value Indicators Times Per 0/o 
Mentioned 
Functional 3 5.1 
Epistemic 26 44.1 
Social 13 22.2 
Emotional 12 20.3 
Conditional 2 3.4 
Pedagogical 3 5.1 
Total 57 100% 
Source Mam Study 
Table 4.55: Comments by indicator 
The responses were grouped into categories as designated by the main latent 
variables (Appendix 6). The largest response reflects the growth in business 
competencies 44.1 °/o. The second largest written comment related to the 
social benefits of the MBA, with all the respondents discussing networking and 
friendship groups rather than professional identity. Self-confidence was the 
next most frequently mentioned response. Interestingly the functional values 
of the MBA are mentioned the least. The students' responses mirror, .. to a 
large degree, the Programme Directors comments. The value described by 
both students and academics is about knowledge and personal development 
with very little mention of the MBA as an economic driver or as signal. 
4.15 Summary 
This chapter reported on the development of model to give a single goodness 
of fit metric for MBA value. Following an accepted SEM methodology, the 
second order CFA showed that the current data set failed to produce a 
reliable model fit. The influence of the moderators experience, tier and 
pedagogical preference were however analysed by standard statistical 
methods. The results of the proposed hypotheses are summarised in Table 
4.56 (overleaf). The acceptance of these hypotheses does not mean 
necessarily their results can be generalised. For each hypothesis there is 
evidence from the literature supporting a rejection of the null hypothesis. The 
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next chapter presents a discussion of these results and their relationship to 
the literature and the implication and limitations of the research. 
Number Hypothesis Result 
One Ho: MBA students' perception of the Accepted 
value of the MBA is not a function of 
multiple consumption values. 
Two Ho: Each factor of the consumption Accepted 
model of the MBA value does not 
represent a differential contribution. 
Three Ho MBA students' perception of the Accepted 
functional value of the MBA is not a 
function of gender. 
Four Ho MBA students' perception of their Rejected 
-
development of competences is not a 
function of pedagogy. 
Five H0 MBA students' perceptions of the Accepted 
value of the MBA do not change 
according to their previous experience. 
Six Ho MBA students' perceptions of the Accepted 
value of the MBA do not change 
according to their mode of study. 
Seven Ho MBA students' perceptions of the Accepted 
value of the MBA do not change 
according to their status (International or 
Home). 
Eight H0 MBA students' perceptions of the Accepted 
value of the MBA do not change 
according to the Tier of the awarding 
institution. 
Nine Ho Self-Esteem does not change as a Rejected 
result of the MBA. 
Ten Ho Self-Efficacy does not change as a Rejected 
result of the MBA. 
Source 
Table 4.56: Hypotheses Summary 
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Chapter 5 
Discussion and Conclusion 
5.1 Introduction 
The aim of the research was to identity the value that the MBA brings to 
students who undertake the course at universities in the UK. The research 
attempted to explain the nature of the value of that educational experience, by 
examining the perceptions of those that had studied the MBA. Using the 
consumption value framework postulated by Sheth et al. (1991) as the basis 
for identifying the value constructs of the MBA. The study aimed at extending 
previous research by Le Blanc & Nguygen (1999) and Ledden Kalafatis, & 
Samouel (2007) who had used this framework for work in the education 
domain. Most of the research on the MBA value has to date concentrated on 
American ··institutions and the rate of return to the MBA. Whilst other research 
outside of the USA has predominately focused on those schools classified as 
world and country leaders. A characteristic of this research was to concentrate 
on the experience of those students taking the MBA in the UK at a mix of 
universities from across all tiers. This chapter links the findings of the 
research to the stated aims and objectives as well as recognising the research 
limitations of the work and concludes by making recommendations for future 
research. 
5.2 Research Proposition 
The aim of this study was to determine the value of the MBA provision in the 
UK and to measure how that matches the perceptions of the prime 
stakeholders, the students, by using Sheth's et al. (1991) consumption value 
framework to build a value model for the MBA. The aim was to test the 
framework and to develop the indicators on the model so that value 
proposition arising from the MBA is more clearly defined. 
5.3 The Literature 
It was shown by the review on the broader literature on educational return that 
Human Capital theory is unanimous in its conclusion that extending education 
provides a greater economic return to an individual. It tracked the work on 
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Mincer's Specification and noted how return was moderated by factors such 
as experience and quality of education. The conclusion was undeniable, all 
the research indicated the more educated you became, the greater the 
economic reward. Within this framework the MBA has had a notable position; 
there was significant evidence that the degree had substantial rates of return. 
The evidence base encompassed work from more populist sources such as 
Forbes magazine (Settimi & Badenhausen, 2007), accrediting bodies such as 
AMBA (AMBA 2007) to the more rigorous econometric based studies from 
academics (Tracy & Waldfogel, 1997; Colbert et al, 2000; Graddy & Pistaferri, 
2000; Connolly, 2003; Ray & Jean, 2003; Arcidiacono, et al., 2008). This 
reported economic return accruing from MBA study is promoted by the leading 
Business Schools as a part of their recruitment process and forms the general 
perception of the value proposition of the MBA. The work on economic return 
however was very much concentrated within the leading business schools and 
as the literature indicated recent research had questioned the level of return 
outside the top 25 schools in the USA (Wellman, 2006; Arcidiacono et al., 
2008). 
The other area of specific external career reward highlighted was career 
success. The literature revealed that career is expected to be enhanced by 
the MBA, (Tracy and Waldfogel, 1997; Colbert et al., 2000; Graddy & 
Pistaferri, 2000; Connolly, 2003; Ray and Jean, 2003; Sturges et al., 2003; 
AMBA, 2006; Wellman et al., 2006; Arcidiacono et al., 2008). However, the 
relationship of career success is still firmly linked to the reputation and ranking 
of the reputation of the student's alma mater, best summarised by Wellman et 
al. in their paper at the Academy of Management Conference (Wellman et al., 
2006 p. 3). 
"In turn, MBA school tier partially mediated the relationship between the 
human capital variables and the career success measures. That is, MBA 
school tier had a direct effect on salary and management status". 
But the exploration of career success was tempered; others suggested that 
the MBA had limited impact in terms of external career, (Baruch and Peiperl, 
2000; Hay and Hodgkinson, 2006). Suggesting success was better judged in 
terms of the individual's subjective feelings about their career and their 
perceptions about accomplishment, satisfaction and prospects; these internal 
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career successes were reported as equally valid outcomes from the MBA (e.g. 
Sturges, et al., 2003; Hay & Hodgkinson, 2006). 
Changes in personal traits were evidenced throughout the literature. A 
common theme of growth in confidence and personal development had been 
reported in the literature as a result of undertaking the MBA (Haksever et al., 
1998; Ham len & Southwick, 1989; Trostel! Walker 2001; Pfeffer & Fong, 2002; 
Baruch, Bell & Gray, 2003; Carmichael & Sutherland, 2005; Hay, 2006). The 
reflections of former students through AMBA surveys confirm this, indicating 
that one of the major outcomes in achieving an MBA has been the increase 
their self-esteem (AMBA, 2007). Baruch and Lemming argue, "The added 
value of an MBA was found chiefly in the satisfaction gained from the 
achievement of personal goals and competencies" (Baruch & Lemming, 2001, 
p. 596). These competencies Baruch and Lemming (2001) report are those 
directly relating to business knowledge development within the MBA 
programme and there is substantive research on the importance of these 
(Sturges et al., 2003; Baruch & Peiperl, 2004; Navarro, 2008; Rubin & 
Dierdorff, 2009). The research however highlights the split between the 
development of hard and soft skills development (e.g. Baruch & Peiperl, 2004; 
Navarro, 2008). Complementary to these stated course outcomes of business 
competency knowledge was the recognition that the students develop 
networks (e.g. Sturges et al., 2003; ltuma et al., 2007) and the hint that the 
MBA offered a form of professional identity for managers akin to the 
recognition of other professional groups (Ibarra, 1999; Baruch & Peiperl, 
2004). 
External reward was clearly linked to the tier of school (Jeon, Miller & Ray, 
2003, Cowan and White, 2006; Arcidiacono et al., 2008). But, the MBA sends 
a signal of attainment irrespective of tier. How MBA value is interpreted 
especially in a UK context where research on MBA value has been particularly 
limited would add to the literature on MBA and justified the research to 
develop a value model. 
5.4 The Model and Results 
The literature provided good evidence for the development of latent variables 
that could be used with Sheth's et al., (1991) framework as seen in Table 5.1. 
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Indicators Sheth's Model Model 
Latent Variables Component 
External Career Functional Value Get 
Internal Career 
Networking Social Value 
Professional 
Identity 
Self-esteem Emotional Value 
Self -efficacy 
Hard Skills Ef)istemic Value 
Soft Skills 
Ranking Conditional Value 
Signal 
Non-Monetary Sacrificial Value Give 
Monetary 
Source Research 
Table 5.1: Mapping the Indicators to the Latent variables 
The literature review helped the development of a number of indicators 
mapped onto the model. The model was adapted after interviews with the 
Programme Directors and the sub-constructs were developed using a number 
of previously developed scales and some suggested by the researcher. The 
scale items were aggregated into a pilot instrument for testing. Following the 
pilot survey some minor adaptations were then made for the final instrument. 
There are of course a number of criticisms which can be raised as to the 
strength of the instrument which was developed from the literature review in 
how effectively it measures the latent variables. There is always the dilemma 
in any research using a survey instrument between the effectiveness of the 
scale and the length of the final instrument. The scales used were 
comprehensive, this study using almost twice as many items to identify the 
latent variables in this framework as previous research (e.g. Ledden et al. 
2007). Some, such as those for self-esteem and self-efficacy were measuring 
constructs with well validated scales which contrasts with the methodology 
reported in a number of MBA studies, where this construct had been 
qualitatively determined through interviews (Sturges et al., 2003; Carmichael 
& Sutherland, 2005; Simpson et al., 2005) . 
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Once the collection of the data had been completed, the reliability analysis 
indicated that some items needed to be removed for accurate analysis. Whilst 
the removal of a few items to improve reliability is common, in this study two 
measures for pedagogical approach were deleted. The pedagogical variables 
had been designed with a too few items and it became apparent during the 
main study that these were inadequate. The interviews with the Programme 
Directors had prompted the inclusion of a pedagogical measure. It was hoped 
to evaluate if a graduate's preference for a particular pedagogical approach 
influenced their epistemic outcomes. But this moderating variable had proved 
unreliable. Similarly, the previous literature had indicated gender as another 
moderator on one of the latent variables suggesting that MBA female 
graduates had different career outcomes to male graduates. Before beginning 
the model building process the data set was checked and the independent t-
test results for the difference between male and female groups indicated there 
was no statistical difference between the two groups (page 159). This meant 
that as gender had no influence on the functional variable for this data set it 
was removed from the model. The adapted model had then been 'back-
engineered' to the original framework of five latent variables, representing the 
'Get' component and one latent variable representing the 'Give' component. 
Separate factor analyses were then conducted for each of the indicators in the 
value model. As the study was exploratory by design and it was necessary to 
test each of the first order latent variables where new scales had been 
introduced. 
The original path model was now re-specified as a Structural Equation Model 
(SEM) and Confirmatory Factor Analysis (CFA) run. The original run for 
Confirmatory Factor Analysis produced model fit indices which were 
inadequate. Only by reducing items could a range of indices be produced 
which it could be argued allowed a reasonable fit to the model. The redrawn 
model was then tested for higher order confirmatory factor analysis confirming 
the 'GET' variable. No acceptable fit for the data could be achieved for this 
second order run. Why should the SEM fail? Fan and Wang (1998) who 
simulated SEM failure by simulating random data sets, report three findings: 
a) That mild non-normality has little effect on SEM fit indices. 
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b) That if the model is misspecified difference in estimation method 
maximum likelihood v generalised least squares has considerable 
influence on SEM fit indices. 
ｾ＠
c) That SEM fit indices are susceptible to small sample sizes. 
The data was shown to be normally distributed the one item that failed the 
normality test was transformed. Whether the model is misspecified is 
problematic. This frame work has been used a number of times in the past 
successfully. So has the specification of the various indicators been at fault? 
The conclusions from the literature drove the design of the indicators used to 
determine the constructs some had been used before in this domain and the 
interviews with the Programme Directors confirmed the relevance of the 
indicators. The sample size seems the most likely area of failure and analysis 
of the output from the first CFA confirms this. Despite the researcher 
understanding the sample size was adequate following Jackson (2003). It was 
evident that the sample was too low to use for SEM accurately with the 
resulting poor data fit. 
Consequentially the effects of the control variables were tested using 
appropriate statistical techniques on SPSS rather than as moderators across 
the whole model. 
5.4.1 Experience 
The tests showed that for the majority of the value constructs prior work 
experience was not statistically significant. However the Chi-Square test 
results indicate that those with the greatest experience benefited most in 
developing their hard skills competencies and in profiting from internal career 
success with p< .008 and p< .032 statistical significant at the 0.01 and 0.05 
levels respectively. This agrees in some part with the literature where 
researchers argue that prior work experience leads to an improved 
performance on the MBA course (Dreher & Ryan, 2000; Dreher & Ryan, 2004; 
Gropper 2007) and the responses from the Programme Directors who felt that 
those with more prior experience benefited more from the course. Dreher and 
Ryan (2004) promote a number of arguments to support the benefits of 
experience on the MBA. Briefly, these more experienced students may be 
more motivated to learn and find it easier to make connections between the 
- 182-
theory and application to practice. They have a better understanding of how 
the MBA will work in organisations matching their strengths and weaknesses. 
This enables them to select career paths more carefully than their less 
experienced counterparts. Finally their prior experience gives them an 
overview, a better understanding of workplace culture- a series of points 
confirmed by one of the Programme Directors. 
((The ones that are a little bit older more seasoned, with more mature 
judgement, have been in business, have seen what's happening, seen how, 
at least, a career progression works and are aware they need a certain 
specific type of knowledge or they need the badge." 
The results here, with respect to internal career success, support that 
observation and the work of Dreher and Ryan (2004). The difference in hard 
skills is more difficult to explain. The factor 'hard skills' here was defined as 
accounting and finance and it is possible to speculate this area is one area 
where non-specialists are uncomfortable and their experience has shown their 
need for this skill development. There is a noticeable lack of literature 
concerned with the financial literacy of managers within organisations. 
However one study by Marriott and Mellett (1996) based within the NHS, 
found that many mangers did not have the right financial expertise for their 
role. If this finding is transferable, it may explain why the areas of accounting 
and finance are recognised as having greater value to more experienced 
students. But, if experience is beneficial; and there is evidence to suggest that 
it adds to improved performance on the MBA. Why is there no evidence for 
higher returns to the MBA for those students with prior experience? Dreher 
and Ryan (2004) reported no evidence of improved return in their study and 
the evidence from the research here does not indicate that this is the case 
either. The answer is in what people do with their degree post qualification. 
One comment from a Programme Director is telling. 
((Managerial background and work experience are often important factors in 
the jobs they secure after their MBA, and so can have a significant effect. 
This may be positive or negative (e.g. computer programmers who struggle to 
find a job in investment banking, because they don't have the experience to 
compete with those who already came from investment banking)" 
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If students are using the MBA to switch career then it is likely that external 
reward in terms of improved salary post graduation is unlikely. The literature is 
supportive. Sturges et al. (2003) and Hay (2006) both suggest that many 
graduates use the MBA for career change. Baruch & Peiperl (2000, 2004) 
indicate that after improved job opportunities, the wish to change career 
direction was the most important factor in students undertaking an MBA. So it 
is likely that although improved career reward takes place for those with more 
prior experience before undertaking an MBA, it is more likely to focus on 
internal career success rather than external rewards such as increased salary 
and the findings from the current study seem to support this. 
5.4.2 Mode and Status 
The results for mode of study showed only one significant area that of the 
signal effect of the MBA, Chi -Square test results indicating that only the 
signal indicator of value with p< .037 is statistical significant at the 0.05 level. 
Again this may reflect the arguments of Dreher and Ryan (2004), the average 
amount of prior experience for part-time students was found to be significantly 
highly than for full time students and they found that students with more 
experience appreciate the role of the MBA can have in organisations so 
supporting this finding. 
The status, home or international, of the student showed no significant 
findings. The nature of the origin of the student was not recorded. There may 
cultural differences in perceptions of value according to Eastern, South 
American or African student heritage, but this was not reported here. 
However, cultural differences on the value of the MBA were alluded to in the 
responses from the Programme Directors interviews. 
uThe Indian students focus more on increased earnings whilst the Africans 
feel both badge and earnings are important" 
((Chinese students- who for some reason prefer the specialist master 
programmes over the MBA" 
In terms of the value measures used in this study specific cultural identities 
were not recorded. The lack of differences across these value measures is not 
surprising. The Programme Directors generally spoke about the students as a 
homogeneous group and were completely non-discriminatory in their 
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responses. The experience offered is not differentiated between home and 
overseas students and the study here indicates that the value perceived is not 
differentiated by the status of the student. 
5.4.3 Gender 
Simpson had indicated that women failed to achieve the same extrinsic 
rewards as men in her research, (Graddy & Pistaferri, 2000; Simpson et al., 
2005; Simpson 2000), but this data set showed no evidence to suggest that 
women perceived they had less career reward than men from the MBA. This 
result led to gender being removed from the model developed here, but the 
'gender gap' is a recognised effect in the general literature (e.g. Blundell et al., 
2000; Trostel! & Walker, 2001; Chevalier, 2007). Baruch (2009) suggests that 
the MBA reduces discrimination, "A manager with an MBA is perceived more 
as a professional manager, and less as a woman or a person of ethnic 
minority" (Baruch, 2009, p. 396). This may the case, the evidence for this data 
set supports the contention that MBA holders show no differences in the value 
they receive from the degree on the basis of their gender. Also the 
Programme Directors never mentioned gender difference as a related aspect 
of the MBA in any of the interviews. This result is perhaps evidence for the 
professional identity of the MBA; however this research shows no differences 
in sense of professional identity by gender. 
5.4.4 Tier 
Tier was a significant factor in the literature. Highly ranked Business Schools 
were shown throughout as having a significant influence career success (Jeon 
et al., 2003; Merrit & Hazelwood, 2003: Arcidiacono et al., 2008; Navarro, 
2008). The responses in the survey were coded into three tiers. The first 
represented accredited MBA courses, the second unaccredited courses and 
the third those that were internationally ranked. The Chi-Square test showed 
that there were significant results for the internationally ranked tier with 
external career with p <.009 significant at the .01 level, internal career with p 
<.020 significant at the .05 level and the signal effect with p < .002 significant 
at the .01 level. The results were very supportive of the influence of tier in the 
UK context but the sample size for internationally ranked Business Schools 
was too small to report the Null hypothesis of tier being a significant factor in 
value difference. Despite the sample size it does indicate that tier has 
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importance. The Programme Directors recognised their provision was different 
to the internationally ranked schools. 
''If we look at LBS MBA and our MBA it is a different provision for different 
needs." 
(Iff you look at LBS and Cranfield ... there is a very heavy emphasis on applied 
management, case study work and an industry focus" 
''If we look at LBS (and their) MBA and our MBA it is a different provision for 
different needs". 
How different are the internationally ranked schools? A telephone interview 
with the Programme Director at the Judge Business School (Appendix 2) 
suggests tier difference is purely the signal rather than the content. 
"I think that the main thing is that the top schools are that much harder to get 
into, so there is a signalling effect. Most of the top schools are ones that have 
been around longest or are associated with major universities" 
This study indicated differences in signal by tier but as the sample sizes for 
the groups were disparate the reliability of the results are not good. There was 
a tendency for the respondents from the highly ranked institutions to indicate 
superior career success so the research is indicative if not statistical 
significant that tier does matter. 
5.4.5 Self-Confidence and Social Benefits 
This aspect of value the indicated change in self-esteem as being a significant 
output of the MBA, the interviews with Programme Directors highlighted 
change in confidence and personal development as being key outputs from 
the programme. The main survey indicates a high level of self-esteem and 
self-efficacy within the respondents when these levels were tested against a 
group of new students at the start of their course there was a significant 
difference between the two groups. Although recognising this is not measuring 
change in self-esteem or self-efficacy for specific individuals the result 
confirms the changes in self-confidence that the literature so strongly supports 
(Higlert, 1995; Baruch & Leeming, 2001; Baruch, Bell & Gray, 2003; Baruch & 
Peiperl, 2004; Carmichael & Sutherland, 2005; Simpson et al., 2005, Baruch, 
2009). Confirmation is found in the interviews with the Programme Directors 
several of whom indicated personal growth, growth in self-confidence as key 
added values from the MBA programme, Table 5.2. 
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• It is helping them to manage their own life in a 
roactive without oil someone else." · 
Liverpool "The third thing is the transformation that is taking place 
with their lives, what we need to do is the intrinsic 
rowth. 11 
Westminster "It will give confidence in a setting where people are 
talking about subjects and circumstances that you don't 
know about in depth. It demystifies knowledge is power 
you know the jargon it places one in a more confident 
situation. II 
South Bank ult is also the concept of encouraging the link to the 
ractitioner rsonal devel ment. .. II 
Cambridge Enhanced network, wider perspective, better ability to 
work and on with , im confidence 
Source Programme Director Interviews 
Table 5.2: Personal Development as added value from the MBA 
The research adds to the previous evidence on the growth in self-confidence, 
tier has not been shown to be significant. The Programme Directors from 
across the spectrum indicate growth in self-confidence as a main value added 
feature of the degree. Interestingly, examination by tier in the main survey 
does not differentiate this value as a function of institution. 
Supplementary to this are the written responses from the students to the open 
question relating to the most added values arising from their MBA. The 
responses (Appendix 6) indicated growth in self-confidence as a key 
perceived benefit. Other than the epistemic gain of increased business 
knowledge it was personal growth, expressed as self-confidence or better 
self-understanding and growth in social value expressed as their contact with 
classmates or improved business contacts which were the two most reported 
benefits. The content analysis of the returns, although elementary, is 
revealing. Not one of the 145 respondents in the main survey or the pilot 
respondents suggested fiscal reward was the added value the MBA had 
brought. Only two responses indicated career success, which, ·it must be 
acknowledged, implicitly may suggest an improved economic return. Further 
work by Baruch (2009) highlighted the influence of social capital recognising 
the importance of networking and how the MBA acts as a catalyst to 
increased networks. This arise in several ways, firstly they derive from the 
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specific cohort of classmates, secondly from the access to alumni of the 
institution attended and finally from the wider MBA population. Baruch also 
recognises the cultural capital of the badge and the influence of the signal it 
sends "An MBA certificate, especially when gained from a top ranked 
Business School, adds to individual prestige" (Baruch, 2009 p.391). The 
signal effect of the MBA and the value of the badge were endorsed by the 
interviews with the Programme Directors as seen in Chapter 3, and by the 
Cambridge Programme Director (see above). But the main purpose of the 
MBA is to increase managerial knowledge. The graduates recognise this 
growth in their knowledge base. In their written responses the most 
frequently mentioned value term was business knowledge related. It is this 
improvement in managerial competencies that help drive the gains in self-
esteem and self-efficacy 
5.5 Research Summary 
The contribution of this research it was stated in the introduction to this thesis 
was to add the knowledge of what is provided by an MBA education. The 
study achieves this. The review of the literature and the use of Sheth et al.'s 
( 1991) framework enabled the components of the value construct to be 
evaluated. The results indicate that the multi-dimensional nature of the value 
proposition is important and that the students on reflection perceive that their 
self-development and growth in their personal networks are important as 
added value elements. The research here measured that effect by conducting 
surveys with both new MBA students and past graduates and found a 
significant change in both self-esteem and self-efficacy. This agrees with 
previous work where growth in self-confidence had been reported but no 
formal measurement of the change made. The influence of a number of 
control variables was measured across the data. There was no evidence to 
suggest part-time students had different perceptions of value from the MBA 
from the full-time students. But prior experience did show differences on some 
indicators and this study gives weight to the arguments of Dreher and Ryan 
(2004).more experienced students have a clearer insight of the value of the 
MBA in their personal career management. Gender produced a result that 
contradicted to degree previously published work (Simpson 2000, Simpson et 
al. 2004) with no evidence in career differences between men and women. It 
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can be argued that the research indicates the MBA is acting as a professional 
signal and that the gender gap narrows or is eradicated as a result for its 
holders. Tier results although not generalisable due to restrictive sample sizes 
indicate that the difference in value for the student at an internationally ranked 
UK MBA was greater career reward. There was no evidence of difference 
between accredited and non-accredited institutions on any value measure. 
This suggests that the Programme Directors who inferred that accreditation 
meant more the institution than to the student may have had a valid point! 
5.6 Contribution to Practice 
The DBA is practitioner doctorate and the research is meant to directly 
influence practice. The reason for undertaking this research was to inform the 
further development of the MBA course as experienced for the majority of 
MBA students who complete the degree in Business Schools which are not 
internationally ranked. Institutions offering the MBA can not compete with 
signal effect of many of the leading Business Schools. The history of the 
institutions of the internationally ranked Business Schools can not be 
replicated easily. What Business Schools can do is offer realistic expectations 
and enhance the experience of the students. This examination of the value 
construct shows that students can achieve considerable value from the MBA. 
Business Schools as evidenced by the Programme Director interviews are 
already focusing on the areas that the students value; personal development, 
encouraging more networking with the business community and alumni and 
allocating more time to soft-skill development. This research validates those 
developments and suggests that students will accrue more value from the 
degree if these are further enhanced. How this will impact on our own degree 
is the recommendation that my institution enhances its programme in a 
number of specific ways. Develop a greater focus on soft-skill development 
with rolling workshops on specific managerial tasks negotiation, leadership 
etc. Organise better networks with local business former alumni etc. and 
recognise the development of personal growth and self-esteem but 
encouraging reflection on personal traits at induction and by the use of exit 
interviews at the end of the course . 
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5. 7 Limitations and Further Research 
There were number of limitations to this research project. The sample size of 
the main study ultimately proved restrictive in building a model where the 
moderating variables could have tested more comprehensively. The cross-
sectional nature of the study provides only a partial examination of the 
relationships as these perceptions will vary over time. The context of the 
respondents situation needs to be identified, as transitional periods in their 
life, such as returning to full-time education would influence value perceptions. 
Organisational and resource problems limited the research. Access to several 
Business Schools proved difficult, especially the internationally ranked 
institutions and a more comprehensive cross-section of these schools would 
have helped to develop a greater insight into the differences between these 
and the other tiers. Greater resources might have enabled a larger number of 
interview and potential respondents. 
The research indicates a number of areas for potential research. A 
longitudinal study of students across a number of institutions to access the 
influence of time on perceptions of value would develop these findings. The 
influence of gender on career post MBA needs to be further examined and 
linked to the nature of the MBA as a professional badge. Tier needs to be re-
examined with larger numbers of respondents to provide clearer evidence of 
differentiation. Looking at the area of MBA value more broadly the general 
topic suggests a number of potential projects. The value of the networks 
obtained post MBA need to be measured, what difference they make and how 
can that be recorded? The quality of the MBA signal and how it is perceived 
by organisations is an area for development. The potential list is long. Value 
in the MBA is a dynamic entity and perceptions of it will change over time 
according to economic and social needs. It should be constantly re-examined 
so the experience we offer as purveyors of the degree can be constantly 
enhanced. 
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6.0 Introduction 
Chapter Six 
ｒ･ｦｬｾ｣ｴｩｶ･＠ Diary . 
Having spent a significant proportion of my working life in a higher educational 
environment, a constant question that has been asked of me is why I did not 
have a research degree? Although I am professionally qualified and with four 
other taught postgraduate degrees, this was a minor regret. There were two 
reasons I had been reluctant to undertake such a task. The first was the time 
required, I work as a consultant as well as a teacher and always felt the large 
number of commitments prevented me from giving it due consideration. The 
second and much more personal reason is being dyslexic. I have realised that 
the precise skills of academic writing have always been too daunting and I 
feared the process. So when the department started a DBA programme I was 
reluctantly persuaded by Professor Kangis that it would be a suitable route for 
me to follow rather than the pure research doctorate, as he recognised that I 
was a practical individual and he felt I could enjoy this experience and maybe 
contribute to the first group experiencing the course. So I started this process 
with trepidation but interested to know what perspectives a research-based 
course would bring. Despite this somewhat unenthusiastic starting position, I 
have been pleased to find that some of the main objectives outlined at the 
outset of the DBA have in hindsight been fulfilled. There is no doubt that the 
programme has developed my applied research skills and influenced my 
professional practice of management. However, to understand how my 
practice has developed, my progress through the course needs to be charted. 
6.1 The Taught Course 
The DBA starts with a number of taught modules and these prepare the 
novice researcher well. Each of the modules offered a unique academic 
experience for me, although sometimes not the one intended by the course 
designers. 
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6.1.1 Philosophical Underpinnings 
This first module on the DBA was especially humbling for this researcher. It 
showed that I had never fully critically evaluated the epistemological 
arguments fully in my own presentations of research methods. When teaching 
I had progressed quickly to the mechanics of the research process, focusing 
predominantly on quantitative methods, which is where my expertise lies. This 
module showed me the philosophical depth of the arguments about the 
research process for the first time. The quantity of writing and quality of the 
debate between quantitative and qualitative researchers highlighted an area 
for my own personal development early on in the DBA process. I realised for 
the first time the importance of academic rigour. Although I contributed to 
several research projects, which utilised my quantitative skills. I had never 
fully explored the underpinnings of the methodological processes used. The 
module started the process of a more intellectual appraisal of research. 
A subsidiary effect of the first module was the role of the group within the DBA 
programme. The diversity of the group should bring additional strengths, 
although the range of managerial experience was broad and covered both 
public and private sectors, from health and hospitality to fast moving 
consumer goods. The group did not gel particularly well. The forming, norming 
development never really took place and the cross-benefits of learning from 
the others' experiences did not materialise. Perhaps because of my academic 
position, I found myself on this first module being the sometimes reluctant 
moderator of the lecture content. 
6.1.2 Qualitative Methods 
This second module developed my phenomenological techniques and has 
influenced the effectiveness of my dissertation supervision. Unfortunately the 
practical techniques demonstrated were limited and I felt this area of the 
programme could have been enhanced. 
6.1.3 Quantitative Methods 
For me this was the nadir of the programme. Because of my background I 
was really excited about the prospect of re-evaluating my skill set. Regretfully, 
the delivery and execution of the module left me effectively having to re-teach 
the module to several of the group. I appreciated the starting position of the 
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group was below my own but little effort had been made to develop the 
module for a management context and I felt this was an exceptionally 
disappointing outcome for us all. The range of potential techniques that were 
. .. . . 
left unexplored left a hole in the research tools that were available to the 
participants. 
6.1.4 Critical Review 
This module was for me the most revealing of the taught course modules and 
the one surprisingly that brought the greatest development of teamwork from 
the course members. The development of a critical perspective towards 
management literature was personally rewarding and for the first time on the 
programme, we worked as an effective team and met outside of the core 
weekends. The assessment component particularly encouraged debate and 
discussion of what effective research means and perhaps for the first time as 
a group we really appreciated the implications of different methodological 
approaches and how subjective interpretation of the data presented can be. 
The module provided a great sense of personal validation, as I struggled with 
much of the published research. This module made me appreciate the 
differences between qualities in research both properly and in a structured 
manner, as well as recognise that quality lies in content and method and not 
always in the ranking of the journal. I recognised that research, although part 
of a continuous learning culture, needs to be presented in a simple fashion so 
that its value can be recognised. 
6.2 The Thesis 
The progress of the dissertation was punctuated by the regular seminar 
series, each of which presented their own learning outcomes and challenges. 
My choice of topic, examining MBA Value, predicated by the requirement to 
reflect the researchers' work environment, meant that I embarked on the 
exploration of a large range of academic areas which were to be new to me. 
In retrospect, although the topic was interesting, close to my conscious in 
terms of what we as educators are providing and would be very useful to the 
Faculty, it meant I had pitched myself into the academic unknown and now, at 
the end of the process, I recognise that if had focused on a subject where I 
had significant prior knowledge the thesis would have been much less 
stressful than it transpired to be. The question which I have to answer is would 
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it have fulfilled the DBA objective of 'a better comprehension of management 
problems and issues'. Management problems are twofold: one concerns 
processes, people and getting that right; the second is the challenge of the 
new and the lack of certainty in the outcome. There were many periods when, 
under great time pressure, I wished I had chosen a topic related to finance 
and property (my areas of professional skill), where the learning curve would 
be shallow. On balance, now the thesis is complete, the journey was worth 
making and moving outside of the comfort zone has given some insights 
which I may not have experienced. 
6.2.1 The Literature Review 
The nature of the research task presented a considerable issue in terms of 
consolidating the literature surrounding the subject. Exploring the concept of 
value meant that I was reading across a vast swathe of management literature 
encompassing economics, education and psychology. The seminars meant 
that I had to find a framework for this and the presentations I needed to 
prepare and the feedback received from them gave a focus to the reading and 
helped identify gaps in the literature. The major problem in compiling the 
literature was the broad extent of the publications on so many pertinent 
aspects of the research. The literature became a constant feedback loop and 
even now at the end of the project I feel that I could add more to the chapter. 
Synthesising this diverse range of reading and my natural difficulty with 
academic writing meant for me the compilation of the literature review has 
been the hardest part of the DBA programme. A constant challenge was to 
keep focused on the research question and resist the temptation to answer 
broader questions. Despite this, I feel the skills I acquired within the literature 
review module has fulfilled one of the stated aims of the DBA, "Organising a 
substantial body of knowledge in relation to the specific management problem 
which incorporates the theoretical underpinnings of the field, current issues, 
controversies and the general state of knowledge", was more than adequately 
substantiated. 
6.2.2 The Research Methodology 
The work on research methodology was ultimately a satisfactory experience. 
The 'relevance' of the MBA had generated much debate, as discussed in the 
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thesis and this section of the work of building the items for the theoretical 
model provided a real learning experience. The stated aim of the DBA 'Apply 
a research designs and techniques in a real setting cognisant of practical 
issues and constraints and be aware of the strengths and weaknesses of the 
chosen design' was truly underlined. As I developed the value model, the 
practical implications of precisely defining the value construct were clearly 
illustrated 
6.2.3 The Fieldwork 
The fieldwork was a mixed experience. The interviews with the programme 
directors who agreed to meet me were a pleasure. Their willingness to talk 
openly and give their time was very much appreciated, however some were 
quite discouraging. The use of a mixed methods technique was appropriate 
and seeing how the interviews and the survey complemented each other 
showed the benefits of the approach. There is no doubt the DBA aim of 
'Gaining an understanding of appropriate techniques and approaches to 
creating new knowledge' was satisfied. 
6.3 The Writing of the Thesis. 
The physical writing of the thesis was the hardest part of the exercise. I was 
on time with all the seminar presentations and although the survey responses 
on both occasions could have been larger, they ran smoothly and the 
feedback showed the dimensions I had produced to measure value had been 
comprehensive. The structure of the work was fairly clear but the process of 
condensing the research proved to be difficult and probably a year or more 
passed with no real progress. I lost two supervisors with both ｬ･｡ｶｩｾｧ＠ the 
university and I suffered contradictory advice and suggestions. It was only on 
my third supervisor did I find someone who provided the impetus to force a 
timetable and a framework to completion. Unfortunately the consistent 
pressure of work and my other activities meant that the first submission was 
poorly presented and structured and consequently roundly rejected by the 
examiners. This second attempt has meant a complete reworking of the 
thesis. I believe this is a much improved effort and even if ｲ･ｪ･｣ｴ･ｾ＠ again the 
process has been of personal value. 
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6.4 The Questions? 
The programme director has listed a number of questions to help this 
reflective diary, as illustrated in figure 6.1. 
• How successful was I in doing things differently because of the DBA studies? 
• What criteria am I using to judge success or otherwise? 
• What alternatives were there I could have used? 
• Could I have dealt with the situation of study and in work any better? 
• How would I do it differently next time if at all? 
• What do I feel about the whole experience? 
• What knowledge/values/skills were demonstrated and learnt by me? 
• How did I develop due to those cohort members around me? · 
• Have I felt a sense of having achieved new insights Into myself- and if so 
how? 
• What sense can I make of this in the light of my past experience? 
• Has this changed the way in which I will do things in the future? 
Source Reflective diary advice Gilbert 2008 
Figure 6.1: Questions to help the reflective diary 
These are interesting points, many have been addressed in the preceding 
paragraphs but the true value of an experience is how it changes you so to 
conclude I will address the last one: 
• Has this changed the way in which I will do things in the future? 
Yes, I think the process of the DBA has significantly influenced how I work. I 
have faced my demons of academic writing and believe the act of 
resubmission has forced me to address my commitments. Despite having a 
year to rewrite, I found myself over-stretched again, this time leading to a 
physical collapse and once more I barely finished on time. If nothing else, in 
the autumn of my career I will address my work-life balance. I also hope the 
rigour of the writing process has improved the clarity of my own writing and 
perhaps prosaically there are a number of practical things I have learnt from 
the process; a better understanding of the use of the statistical packages and 
improved word processing skills. The final lesson is the recognition that your 
own skills and knowledge are limited and there so much more to learn and 
understand and moving outside your comfort zone can be a challenge. 
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,. Appendix 1 
Financial Times Ran.king Criteria: 
Criteria Wt. Method 
Weighted salary 20% The average alumni salary today with 
adjustment for salary variations between 
industry sectors. This figure includes data 
for the current year and the one or two 
preceding years where available. 
Salary 
increase 
percentage 20% The percentage increase in average 
alumni salary from before the MBA to 
today as a percentage of the pre-MBA 
Value for money 
Career progress 
Aims achieved 
Placement success 
3% 
3% 
3o/o 
2% 
salary. This figure includes data for the 
current year and the one or two preceding 
years where available. 
This is calculated using the salary earned 
by alumni today, course length, fees and 
other costs, including the opportunity cost 
of not working for the duration of the 
course. 
This is calculated according to changes in 
the level of seniority and the size of the 
company alumni are working in now versus 
before their MBA. Data for the current year 
and the one or two preceding years are 
included where available. 
The extent to which alumni fulfilled their 
goals or reasons for doing an MBA. 
Alumni who used the careers service at 
their business school were asked to rank 
its effectiveness in their job search. This 
figure includes data for the current year 
and the one or two preceding years where 
-223-
Employed at three 2% 
months 
Alumni recommend 
Criteria 
Women faculty 
Women students 
Women board 
International faculty 
International students 
International board 
International mobility 
2% 
4% 
4o/o 
6o/o 
International experience 2o/o 
available 
The percentage of the most recent 
graduating class that had found 
employment or accepted a job offer within 
three months of graduation. The figure in 
brackets is the percentage of the class for 
which the school was able to provide 
employment data. 
Alumni were asked to name three business 
schools from which they would recruit MBA 
graduates. The ranking is calculated 
according to the number of votes for each 
school. Data for the current year and the 
one or two preceding years are included 
where available. 
Method 
Percentage of female faculty 
Percentage of female students. 
Percentage of female members of the 
advisory board. 
Percentage of faculty whose citizenship 
differs from their country of employment. 
Percentage of students whose citizenship 
differs from the country in which they are 
studying. 
Percentage of the board whose citizenship 
differs from the country in which the 
business school is based. 
This is calculated according to whether 
alumni worked in different countries before 
the MBA, on graduation and also where 
they are employed today. 
Weighted average of four criteria that 
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! 
Languages 2% 
Faculty with doctorates 5°/o 
FT doctoral rank 5o/o 
measure international exposure during the 
MBA programme. 
Number of extra languages required on 
completion of the MBA. Where a 
proportion of students require a further 
language due to an additional diploma, that 
figure is included in the calculations but not 
presented in the final table. 
Percentage of faculty with a doctoral 
degree. 
This is calculated according to the number 
of doctoral graduates from each business 
school during the past three years. 
Additional points are given if these doctoral 
graduates took up faculty positions at one 
of the top 50 full-time MBA schools of 
2007. 
FT research rank 1 Oo/o This is calculated according to the number 
of faculty publications in 40 international 1 
academic and practitioner journals. Points 
are awarded to the business school at 
which the author is currently employed. 
The total is weighted for faculty size. 
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Economist Ranking Criteria: 
Summary of ranking criteria and weightings 
Measure Indicators Weighting (as 
percentage of 
category) 
A. Open new career opportunities (35%) 
1. Diversity of recruiters Number of industry sectors 
2. Assessment of careers Percentage of graduates 
services in jobs three months after 
graduation 
3. Jobs found through the Percentage of graduates 
careers service finding jobs through 
careers service 
25.00 
25.00 
25.00 
4. Student assessment Meeting expectations and 25.00 
needs 
B. Personal development/educational experience (35°/o) 
1. Faculty quality Ratio of faculty to students 8.33 
Percentage of faculty with 8.33 
PhD (full-time only) 
Faculty rating by students 8.33 
2. Student quality Average GMAT score 12.50 
Average length of work 12.50 
experience 
3. Student diversity Percentage of foreign 8.33 
students 
Percentage of women 8.33 
students 
Student rating of culture 8.33 
and classmates 
4. Education experience Student rating of 6.25 
programme content and 
range of electives 
Range of overseas 6.25 
exchange programmes 
Number of languages on 6.25 
offer 
Student assessment of 6.25 
facilities and other 
services 
C. Increase salary (20°/o) 
1. How much did your Salary change from pre- 25.00 
salary increase after MBA to post-MBA 
graduating? (excluding bonuses) 
2. Leaving salary Post-MBA salary 75.00 
(excluding bonuses) 
D. Potential to network (1 0°/o) 
1. Breadth of alumni Ratio of registered alumni 33.33 
network to current students 
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2. Internationalism of 
alumni 
3. Alumni effectiveness 
News week Ranking 
Criteria 
Student Satisfaction 
Employer Satisfaction 
Prior Education 
Salary 
Academic Quality 
Ratio of students to 33.33 
overseas alumni branches 
Student assessment of 33.33 
alumni network 
Wt. Method 
30°/o Student survey 
20% Recruiter survey 
10% MBA Feeder School 
10o/o Starting salary on graduation 
30% Research Ranking and Faculty 
Background 
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Transcripts of Interviews with MBA Prqgramme Directors 
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Interview at Gloucester 
Research Diary: Recorder Broken 
Format .of your MBA courses.? 
Student Profile-age, 
Full and part time. Now offering add on dissertations to diplomas taught by 
partners. Mostly overseas students. 
Part time course? 
Older more experienced. 
How does the quality of the managerial background or work experience of the 
students influence the benefits of the MBA? 
PT older - they relate more to the content. 
In economic terms do you believe the rate of return for MBA graduates is the 
same throughout the UK and is it significantly influenced by the business 
school attended? 
The MBA is seen by some as catalytic, some have huge expectations on 
earnings return, in reality it can be accelerator for many. Brand is important at 
all levels. Seems important for some, but for the overseas a UK badge is 
important, cost is important. The badge matters irrespective of institution. 
The badge is very important especially for the Chinese. 
For the PT the younger end it is the ROI career development is important 
they need a way of "fast tracking", for the older students it is more about self-
development and career shift ,possible change of sector, self-validation 
seems important. For the younger people they want brand with unconfirmed 
rationales as to why. Career expectations are high especially from the 
overseas students who populate the FT course Increased earnings are 
important. 
The literature indicates that the motivations that drive students towards MBA 
study are in simple terms split into extrinsic factors such as career outcomes: 
increased income, promotion, career change and intrinsic outcomes, peer 
respect, improved networks and changes in self-respect and self-worth. 
Is that your experience? 
Really it is a mixed set of responses; more about self-badging. They notice a 
personal change over the course, becoming more interactive by the end of the 
programme. It is not only career advancement. It is sometimes about 
unexpected career change. Essentially, there is lots of divergence about the 
course, they reassess their personal reasons about what they want and what 
bits they can use in a particular way- flexibility in movement. Those in the 
public sector are getting closer to what the private sectors demands are. 
There is a lot of cross fertilisation. Social Aspects are important-networking 
across sectors. 
Employers rank personal development very highly, and appear to be happy 
with hard skill development on MBA but soft skill sets -leadership, 
communication skills, conceptual thinking and ability to make decisions with 
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imperfect information are thought to be less well served. Do you believe that 
is the case? 
The older students are more careful they want well developed management 
skills. We deliver a good mix. 
How has your provision developed recently? 
Do you believe your MBA provision has a distinguishing feature? 
lnternationalisation and change are seen as central throughout, so not 
dissimilar to many, but the team is very dedicated. 
De facto? 
Slowly becoming de facto, differentiating people from the crowd, it is 
becoming part of the commodification of education, not as special as before. 
Format of your MBA courses? 
Student Profile-age, Background, requirement for experience? 
Data 50/50 Gender split 
FT all international students, 18-20 Part time 
Average age FT 31 average PT 36-38 
How strongly do you think the cultural background of the students influences 
their expectations from the degree? 
The Indian students focus more on increased earnings whilst the Africans feel 
both badge and earnings are important. 
How does the quality of the managerial background or work experience of the 
students influence the benefits of the MBA? 
The experience of the students especially in the part time; this is an important 
factor in the programme applicants without it the students would not 
appreciate diversity 
Do you believe that an MSc Management could equally offer the same types 
of skills or does the MBA approach and MBA badge matter? 
There are master degrees and the MBA, recognition does not happen on 
other courses. 
Finally what is key value added to your students? 
It is the Badge that the MBA delivers and a UK Education. 
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Interview at South Bank University 
I was a HR director taught part time and then became full time and took over 
the MBA e.vening mode. We have a number of modes. a full time evening . 
mode, not sure if you could call it a mode, an international mode with one 
semester in London, one in Berlin with a jointly supervised dissertation ending 
with a joint award. Then we have the new Eurasian Management MBA with 
one semester here in London, one semester with our partner in the 
Netherlands and one semester with our partner in Asia. We currently have 
partners in India and China and we are looking South Korea and Thailand. 
Taught in English and the idea is that they do their dissertation with a 
Company in Asia and end up with a lot of employability skills, language and 
cultural awareness. 
Format of your MBA courses? 
Student Profile-age, 
The full time is primarily international students. I think this year there are 26 
different nationalities so it is incredibly diverse in terms of culture but also from 
different industries, pharma, manufacturing hospitality a range of things so 
you get that diversity as well and in the past we have had some UK students 
who want to use it as a Catalyst for career change, but I think that side of the 
market has dried up. 
Part time course? 
That is different ·kettle of fish, we have people working in whole range of 
different industries and sectors such as financial serves and we got one guy 
who is MD. of a Japanese games company, we have the engineering director 
of an optics company, senior health service people; people from the 
metropolitan police all sorts of backgrounds. 
Age. 
Older yes sometimes we get people in their mid to late twenties we try and get 
a threshold age of about 26. We specify 3-4 years supervisory experience. 
How does the quality of the managerial background or work experience of the 
students influence the benefits of the MBA? 
One off the problems we have is students approaching us without the 
requisite 3-4 years of experience and we clearly did not want to admit them so 
we run a Masters in International Management which follows the same pattern 
as the MBA-much the same content. They get different things from it, they 
often have a good first degree and we are building on that experience and 
providing some of the skills that help them in an international degree. We want 
to push up the experience on the MBA. 
In economic terms do you believe the rate of return for MBA graduates is the 
same throughout the UK and is it significantly influenced by the business 
school attended? 
Research indicates little economic returns-ROI. Criteria used is ranking for 
example in terms of ranking to be frank, our ranking is nowhere, but when 
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look at what we can offer one, in terms of league position, in terms of starting 
salaries, and the other the teaching and learning influences here. If you look 
at the post 1992 universities we come out top in terms of student satisfaction 
here, better than Middlesex, City, Kingston. We pride ourselves on our 
employability we have "high ratio of part time students we are in the top 10 
nationally of starting salaries for students amongst Universities. The MBA is a 
known brand and number of people are using it to accelerate their earnings. 
Supplementary- Does the MBA suit Entrepreneurs? 
I think it does, we have a number of full time students who run their own 
businesses in their own countries and they are finding it very useful in terms of 
providing strategic context for developing their business and we also have a 
specific unit on developing your business. We encourage students within 
family business and they find it quite useful. They are on the part time mostly 
working for SME's including charities and the public sectors. Always a handful 
who run their own companies and are on the MBA, we have a couple of 
examples this year. 
The literature indicates that the motivations that drive students towards MBA 
study are in simple terms split into extrinsic factors such as career outcomes: 
increased income, promotion, career change and intrinsic outcomes, peer 
respect, improved networks and changes in self-respect and self-worth. 
Is that your experience? 
I think their objectives at the beginning might be somewhat different from what 
they end up actually. At the start they are looking for payoff in terms of specific 
units and subjects, but as they go on they realise the value of the learning 
process. 
There is a transformation. Different stages for different people. Particularly 
the group work; for people from different cultures this comes as a shock. It is a 
good preparation for international management working in these cross cultural 
groups. A lot of international students struggle in the first stage writing 
academic essays. English is an issue; the writing in an academic style is 
difficult. 
So FT- PT Split? 
Very much so-a difference between FT and PT. If you talk about the evening 
students, there are many who are sponsored by their employers so they are 
looking for accelerated career progression or a move to general management. 
Others want to use the MBA to switch companies or industries, so sometimes 
we have people from a public sector background who want to move to the 
private sector. 
Network? 
They are joining a network. I would not say our net is exclusive, but it gives 
them a broad basis to network well into the future. Last year for example I 
visited Sri Lanka on holiday and I met with old students there and one who 
runs an advertising agency there and he is still in contact with his classmates 
from all round the world upwards of 25 of them. In semester 2 we get a lot of 
students from Germany, but the students come from all over Europe and the 
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world. One of our problems is that we encourage students here to go to 
Germany in the second semester, but having come as an international student 
to one country they are reluctant to go to another. It is a good opportunity for 
them but they do not take it up. 
Employers rank personal development vety highly, and appear to be happy 
with hard skill development on MBA but soft skill sets -leadership, 
communication skills, conceptual thinking and ability to make decisions with 
imperfect information are thought to be Jess well served. Do you believe that 
is the case? 
No. There is lot of skill development here especially in terms of the group 
work. Quite often the real, learning takes place there. But also I think they 
gain in confidence, quite often people are skilled in a specific discipline, but 
not very confident outside of that. We develop not only the analytical skills but 
we develop the more marketable skills like presentation skills; that I think is 
one of the key elements. In China for example they have different way of 
learning in Higher education. 
You do need the theory. We have some very good practitioner lecturing in 
project management, knowledge transfer, as well as the up to date academic 
inputs and we feel that is a powerful combination. You can illustrate practical 
vignettes; it helps the learning process. A lot of learning goes on between 
students the experiential side is very important. Experience is the difference. 
How has your provision developed recently? 
Our recent revalidation has emphasised personal development on the 
courses. Our weekend away in September starts in terms of self-reflection 
and we have residential stage in term 2 built around a project called going 
global, the idea is to set up a product or service in another country working in 
cross cultural teams and they then present at the summer school. It is formula 
we have established some years ago. We have changed venue this year and 
run this in Berlin and it works very well. We have some lectures at the partner 
university and the high point is presenting this longitudinal case. 
Do you believe your MBA provision has a distinguishing feature? 
The geography being in London and the value for money, if look at what we 
offer for the fee. Price is everything . There are the two residentials in addition 
to that there eight units. We offer International business communication skills 
people can do another language be it Arabic or Chinese. Increasingly people 
want to speak to our alumni; they are the best sales people. One for example 
was a Pole who was referred by a French manger because of their learning 
experience. 
De facto? 
This depends on which part of the world you come from it is seen has must 
have badge for students from West Africa and Asia. I am doing a doctorate 
myself looking at adaptation of learning strategies of students from West 
Africa and Asia and we are finding increasing numbers of students are looking 
at the MBA particularly as a badge if you like and as an important way of 
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getting a job in their home country, as well as spending a bit of time in the UK 
or third country. 
Do you believe that an MSc Management cbuld equally offer the same types 
of skills or does the MBA approach and MBA badge matter? 
We offer public administration, and three MSc courses, but people do not 
want to stay within that context. They want to do the MBA because of the mix 
with people from other sectors. A growing representation particularly from the 
Health sector. 
Finally what is key value added to your students? 
Awareness across the different academic disciplines, it is also the concept of 
encouraging the link to the practitioner, personal development and also the 
demands of teamwork working with people from different disciplines and 
different ethnicity and the growth in self-confidence. Economic reward hope is 
an unintended consequence. 
Future of your MBA? 
Although we run a similar curriculum for full and part time students I believe 
they will start diverging, their skill levels are different and particularly for those 
students who come in at stage 2. We offer direct entry to level 2 for those 
students with a OMS, these often come from outlying colleges or level 7 CMI, 
they can do four units the dissertation and get the award. We have strong 
links with professional bodies CMI accreditation is important for us. 
Accreditation? 
It is becoming increasingly important, it is something we are looking at we are 
not AMBA accredited and we are considering starting the process and the 
new accreditation EQUIS are offering. We point to the value added we offer, 
number one we have been around since 1989, so we can point to a long 
successful history in terms of Alumni, secondly it is really around the level of 
commitment we get form our staff here. The staff reflect the cross cultural 
nature of the students, very mixed with different backgrounds. Particularly on 
our electives we get practitioners to come and deliver the modules. We are 
not having researchers put in front of students under duress. 
Supplementary- Has badge changed? 
People say the qualification has become devalued or over utilised, but I point 
to the example of our partner institution in Germany. There, hardly any 
(University) offered the MBA and now either in conjunction with external 
universities, or themselves are offering the programme. We have gone one 
step further, we are offering a joint doctorate programme as we are getting 
more students wishing to extend their studies. I think about the MBA, the 
market is changing, it is becoming saturated. Our German students are asking 
where you are on the MBA rankings. Years ago they never asked the 
question, the badge was enough. MBAs are valued by their popularity, their 
location and their cost. We not educating people from a normal academic 
background we are providing an education for people from a different 
background. 
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Interview at Southampton University 
Format of your MBA courses? 
Student Profile-age, 
Two types of courses full and part time courses too many participants to run 
one course. Three or four years ago we decided to split the cohort. Full time 
and mostly part time. Full time 17 different nationalities this year, min exp. 3 
years average about 6 years. All at least with a 2.1 before they come here, 
even gender split. 40 in total about 3 from UK. Quite a mix. Then there is the 
part time in Jersey and Guernsey, part of a consortium that do some options 
in Europe, a good reciprocal arrangement. 
Recruitment? 
Ours is steady not massively increasing I don't think the MBA market is 
increasing. The part time is within travelling distance of here, average 13 
years' experience. If they don't have a degree they do the post graduate 
certificate. We don't believe in excluding people without formal degree 
experience, but they have to prove themselves first. 
Experience. Is it years of work? 
No, it is managerial experience so they have to have degrees of responsibility 
at least 3 not just broad experience. 
How does the quality of the managerial background or work experience of the 
students influence the benefits of the MBA? 
Yes definitely, because an MBA depends what else you have done. It is 
something that slots in if you are the kind of person to rise above and you are 
prepared to use it. 
In economic terms do you believe the rate of return for MBA graduates is the 
same throughout the UK and is it significantly influenced by the business 
school attended? 
I don't how you can measure return, all students are treated here as 
individuals, to be honest there are some students who come in who will 
succeed whether they have an MBA or not. It could be because of their 
character because of their persistence, because of their stamina. You can 
look at induction and tell them; actually getting a piece of paper at the end 
does not change that. What it does for some other people, is that it gathers 
together and merges their skills and prove they can do it. 
Losing return then? 
Yes and more so. An MBA does not guarantee you a massive salary any 
more. I think MBAs though of all the academic qualifications is the one to get 
you a job. 
So is ranking important for the students? 
It is for some. They weigh that up against AMBA and the reputation of the 
university as well. And some of the ran kings are to do with student responses 
so we will never be in some of the rankings because of the way our courses 
are run. For example the Times rankings require 30 part time student 
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responses at the same time, well we never get that number of students at the 
same time because we run a flexible course over 2 years or three years 
sometimes more. People come with views about rankings but when they are 
explained they reconcile to it. Other places have high rankings, but they don't 
desefve it very often. They have people working to · get those ran kings where 
they are. We don't use our resources to get this. However this year I have 
encouraged people to respond. 
Difference between highly ranked and those on a different scale? 
Yes it depends who works there. For example I went on the ABS education 
workshop with Ashridge, Warwick, Cranfield etc. but after working day to day 
with these people and doing group work came home smiling as I realised 
there was no difference between them and me (us). What is the difference is 
that they have the reputation of the institution behind them. And if I could 
commute to Ashridge every day I would because it is so easy. All you have to 
do is put that picture of Ashridge up. Here in a university without a noted 
business school, you have that set of rules and procedures to battle against. It 
is battle the whole time. There are people who think that this is not a proper 
academic department, so you have to prove yourself the whole time in the 
university structure, which is often meaningless to us. What we are dealing 
with is every business outside and the people that sponsor our students so 
sitting in the middle is the most difficult place to be. You fight against the 
structures. 
You think that a Harvard effect still surrounds it? 
Yes I do, I try to dissuade them when they come but they come with that in 
mind. 
The literature indicates that the motivations that drive students towards MBA 
study are in simple terms split into extrinsic factors such as career outcomes: 
increased income, promotion, career change and intrinsic outcomes, peer 
respect, improved networks and changes in self-respect and self-worth. 
Is that your experience? 
Motivations are mixed people come on the full time programme because they 
want the badge of a UK MBA , part time people are more interested because 
they have to fund themselves. They are still working, so they have to be more 
motivated, so they are much clearer about their reasons. These reasons are 
mixed, I have someone who is an entrepreneur setting up his own business 
who wants everything and wants it now, I have tax specialist who is retiring at 
49 because he can, who wants to become a non-executive and needs 
something more general, I have people that have been made redundant and 
are using the money to because they think the qualification leads to more 
employability. A masters will make them stay in one sector the MBA is more 
general. 
So just a signal effect? 
That's why they come, but they get a load more undocumented things from 
the MBA. Partly the group experience, partly the network where people are 
honest, unlike going to a network event which is normally a self-promotion 
event. But here they come as students and they learn about each other's 
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organisations and the difficulty of management not the intellectual difficulty of 
management but the physical difficulty and it makes them realise they do have 
20 hours of the week they were not using and for me its character building for 
them. Because they do struggle with the study; it's about managing your time. 
. . 
Is it the intensity of the experience could you replicate with something else? 
It depends how hard it was. If it was challenge, then this is quite hard and it's 
meant to be. Like climbing a mountain. That's how hard the MBA is. I think 
about am I a master of this or am I just churning out assignments. 
Employers rank personal development very highly, and appear to be happy 
with hard skill development on MBA but soft skill sets -leadership, 
communication skills, conceptual thinking and ability to make decisions with 
impetfect information are thought to be Jess well served. Do you believe that 
is the case? 
We have changed it over the years at the moment we are pressing soft skills 
from the outset. It is still an academic MBA, but what we are finding that 
people with MBAs have to differentiate themselves, as well as having an MBA 
so what, what else have you got, what else have you done? It is about soft/ 
intangibles, I don't agree with soft but I know what you mean it is about the 
ability to present, to manage conflict, the ability to negotiate all those things 
that would fit in to the breadth of our MBA because we make our students 
work in groups. We do it on purpose, so it helps manage our groups better as 
we have given every culture the same induction it helps them and we have 
begun to roll out our soft culture into the MScs that we run. 
How has your provision developed recently? 
We have changed the MBA this year and now we teach the core modules 
then some options and then some integrated work to pull it together at the 
end; to make them look at productivity for example or to be the champion of 
·something because then you need all of these things. What I am seeing is that 
people are learning it short term to answer specific questions and it is not 
going deep enough; they need practice drawing it all in. When people are not 
very good that is when it shows up. We have some angst in groups, but that is 
good, the marks we get early in are lower than later when the groups are 
settled. 
De facto requirement? 
In some cases yes it is. To me education is being devalued so where A levels 
were differentiating, it now just a requirement like a pair of trousers. If the 
government continue to pursue 50°/o of 18 year olds on degrees, where 
degrees were elitist; they can't be as intellectually challenging. I do support an 
intellectually challenging undergraduate degree. Therefore you need at least a 
masters and it will lead to needing a doctorate. I would personally like to think 
it was still special, not on your type of school or your father's income, there 
are graduate jobs and there are other jobs that can be done by people with 
different skills, it does not make them less important. 
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Do you believe that an MSc Management could equally offer the same types 
of skills or does the MBA approach and MBA badge matter? 
I don't know , I did a masters half of the course I did was the same modules 
as on the MBA; the MBA is a general management course whereas the 
masters is a specialist course: So it is do with what the employers think and 
certain sectors are asking for an MSc because they want a specialist which 
they can mould into their general culture. 
MBA as a badge then? 
The MBA is a badge, they think it is a badge, I don't think it is the same badge 
it was if that we had in 1980. If you think about all the business schools in this 
country alone, we are graduating about 70 every year with the full and part 
time students into the market place. If you have 1 00 business schools all 
doing that where are the fabulous jobs in the market place they think they are 
going to have. 
Finally what is key value added to your students? 
If I could say that as a result of this it has made them more proactive. What I 
want is for them is not to blame someone else, but say what they are going to 
do about it. It is helping them to manage their own life in a proactive way 
without relying on someone else. 
How does this work with different cultures? 
By keeping the groups small if there were more than 40 people it would be 
difficult to interact with them and balance the work they do. To a point they 
came here for a UK experience and part of the UK experience is that you do 
this, if you want a UK degree, this responsibility for what you are doing is the 
experience. We run a 10 week and 5 week pre course where their language 
can be improved, manage their expectations and learn about them. Culture is 
important, but there are individuals within the culture who buck the trend and 
we need to find about them. It is wrong to tar them all with the same cultural 
function. 
Future of MBA? 
I think so, in some way it is, some business are coming to us and asking for 
courses for our directors on how to use MBAs, because it does change your 
view of the world. What you do if you are in process function generally you 
find somewhere that treats you better and that's what they do? Organisations 
need to think carefully as to why they are sending people on an MBA, 
because they need a programme on the inside that uses them. On post 
experience courses for individual organisations that don't do this we find 
people gather together and leave. My own experience is that you leave a 
course with a set of action points things you want to change and you come 
back and get crushed, " Oh they have been on a course", and that happens 
even before you become a supervisor. 
-238-
r 
Interview at Cardiff 
Format of your MBA courses? 
Student Profile-age, Structure? 
Large numbers on FT 400 almost all overseas. More mixed on part time 
programme local more experienced and more senior. 
How does the quality of the managerial background or work experience of the 
students influence the benefits of the MBA? 
Part time are the ones that fit. But we are mostly full time. 
To the students they will often talk about it as an add on to their degree, but 
they are aware of this when they join. But we say to them having a mixture of 
students of different experience is that we are trying to provide a mixture that 
enables them to go into industry one year after and be able to make a 
contribution to industry. There is a lot theory in a MBA programme and the 
way we structure the groups we try to get a mixture with experience and some 
without, so they balance. What we find often is that some of the students with 
vast experience directors or managers struggle on the other side. Whilst some 
with limited experience maybe family firms may not. One is struggling with 
experience and one is struggling with concepts. Universities going for 
experience are struggling for numbers. 
In economic terms do you believe the rate of return for MBA graduates is the 
same throughout the UK and is it significantly influenced by the business 
school attended? 
If someone wants to go to LBS Harvard etc. they are probably in good job 
already that pays them excessively. Are they ever going to get their economic 
return? Just getting the Badge drives the economic decision. On our modular 
MBA programme many of them do not need an MBA for career purposes as 
some of them are already executives in major organisations. They just want it; 
for whatever reason. 
VVhataboutenuepreneurs? 
Some do. I think the reason is because of the breadth of things/work on the 
MBA. It is like doing a mini degree in accounting, economics, operations 
management science, environmental analysis, economics and human 
resource management. So you have that which you will have in no other 
master's degree, except of course on an MSc in management. But if you look 
at it in that sense if you were an entrepreneur you could not get course like 
that. The breadth of subject areas that you need; you can only get on an MBA 
programme. 
The literature indicates that the motivations that drive students towards MBA 
study are in simple terms split into extrinsic factors such as career outcomes: 
increased income, promotion, career change and intrinsic outcomes, peer 
respect, improved networks and changes in self-respect and self-worth. 
Is that your experience? 
It is very personal I suspect if you look at the student body some full time 
students think if they get a good degree they will get a very good job. The part 
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time students tend to think of it differently, they want to learn how business 
works, they want to know why when I work in groups it doesn't work. It is 
about personal and career development. My experience of the full time 
students is that are looking for a degree of further education and something 
that they think will help them in their future career.· ｔｨｾｹ＠ think that when they 
finish the MBA programme they will get these super jobs and that is not 
always the case, for some of them it will become an addendum to get a job in 
industry. 
Employers rank personal development vefY highly, and appear to be happy 
with hard skill development on MBA but soft skill sets -leadership, 
communication skills, conceptual thinking and ability to make decisions with 
imperfect information are thought to be less well served. Do you believe that 
is the case? 
Personal Development is as big as theoretical development. 
Personal Development? 
Yes personal development. But ultimately if you think about teaching and 
learning you are going to have group work, lectures, seminars and self-
directed reading. If you look at LBS and Cranfield where there is a very heavy 
emphasis on applied management, case study work and an indus try focus or 
something like that. They will make a difference, but for the vast majority of 
institutions that I have knowledge of it does not happen. Access is limited to 
British companies. They are not the best in the world for helping and allowing 
access to universities. So you are not going to have a real MBA as you would 
in the best American Universities. For example, you have Boeing taking 
someone in for six months to do a project and paying them. You would not 
have that here. So if you look at it-the difference it is there. 
Supplemental}' -So what do they get here? 
We say in our learning outcomes that the MBA is an M level qualification so 
that to critically analyse is to precede practically every other element. But for 
most people personal development is important otherwise the company 
director coming here would not do it. Otherwise there is no point. We have 
people from every work of life. 
How has your provision developed recently? 
Cardiff decided to go for ACSB and EQUIS and decided not to go for AMBA. 
We have not tested it, but only average 20-30 of our students are qualified. So 
it makes sense for Cardiff to stick to their market and not to compete in the 
accredited market. The students soon find that out. Those that have 
accreditation are losing a percentage of their students- 60-70°/o. Only 30% of 
your students are retained. 
De facto? 
In sense but having said that the level of fees being charged if you look at the 
British students works against it. There is a gap between the number of 
people that are doing it and the number of people that should be doing it. If 
you look at the America environment practically every manager does an MBA. 
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Do you believe that an MSc Management could equally offer the same types 
of skills or does the MBA approach and MBA badge matter? 
In sense obviously. For the most it is the same. In an MSc Management hard 
to find difference, the only real difference in the institutions is that they do 
projects as opposed to a dissertation. An MSc is more academit. But few 
institutions do projects. Some of the people I know say they do not want to do 
projects they want to do dissertations. 
But the Badge? 
It is very important for many of the overseas students who would choose an 
MBA any day over an MSC, although not in the case of Chinese students who 
for some reason prefer the specialist master programmes over the MBA. I 
suspect this is because the MBA has not taken hold in China as it has in other 
parts of the world. India for example. I suspect as business grows in China, 
students will want to do the MBA more than the specialist degrees. 
Finally what is key value added to your students? 
The MBA is essentially a degree that gives an opportunity to understand a 
variety of areas to understanding management. I suspect in the Cardiff model 
the main value is going to become less and less clear. The reason being other 
universities are going to structure themselves and their activities more like 
business itself and will differentiate. In the process of trying raise money by 
reducing the differentials between MBAs and the MSc. It would be easier to 
do an MSc as people see little differences between the two. So people will 
believe there is as much value added in doing an MSc. 
Future MBA? 
In Britain MBA providers can increase their links with industry then the value 
added will be immense. That is what we are trying to work on increase 
integration with industry, if more students can experience industry then value 
rises. 
Any peer effect? 
It is there but, look at numbers. But not in terms of the British market, 
international terms yes I agree, family members uncle did it, brother did it one 
feels they ought to do it. The British do not seem to have that. It seems in 
many British organisations it is something that is discouraged or not actively 
encouraged. You have done MBA (and try to use it) and your managers 
remind you of this MBA thing. Organisations are not using it the way they 
should in this country. It is not like in America. 
-241-
Interview at Liverpool University 
Format of your MBA courses? 
Student Profile-age Structure? 
There are 6 MSc 5 MBA, 
Specifically MBA for football Industry- the business and management, then 
there is the executive MBA, the entrepreneurship MBA, MPA public 
administration. Limited part time numbers though. 
How do you differentiate these? 
We use an analytical approach. All follow a common set of core modules with 
some modules specific to entrepreneurship, built in diagnostics that take place 
association and cultural issues, developing a business plan; really quite a 
standard approach. We have 8-16 on entrepreneurship, 30 students on 
football management , 30 on MPA and 30 on business and financial 
management and 30 on general Management 
Football very specialist? 
It is very specialist, not available anywhere else. It has a good programme, a 
good network, ex alumni working at EUFA very senior positions for example 
for the EUFA cup final was run by alumni. A successful programme with 
interest from all over the world the Central Americas, Southern America, 
always students from Japan 1 or 2 a year. 
Normal Student mix? 
Concentrate on full time- mostly overseas, and mostly full time, we do have 
some part time students, but peripheral really (not in an academic sense), the 
distance programme concentrates on part time provision. About 250 post 
graduates, around 75°/o from developing countries, the remaining 25o/o North 
America UK, British isles , Ireland some from Europe some Eastern Europe 
which I would not classify as a developing countries. The majority from India 
China and some from East Africa as well. 
So a typical Profile? 
I know, but having said that we should not see these students as 
homogeneous because there are different type of students within these 
groups. 
You mentioned Public Sector as part of your provision? 
When I was at Durham we run a part time programme on the basis of the 
relationship with the local heath NHS it was successful. We don't anything 
here like yet we have the MPA also running an MSc in Public sector 
management customised for that sector. It's very distinctive. Important part of 
the portfolio for the school given where we are situated there is a strong public 
sector profile locally. Individual initiatives universities have to keep hold of 
staff. We will see more business pursing different innovative reward systems. 
How does the quality of the managerial background or work experience of the 
students influence the benefits of the MBA? 
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Experience is mandatory. It is a part were we can develop quality assurance 
checks we ask for three years' experience if we are truthful about that we can 
apply more structure into what we need by experience. 
What about the part time? The local students? 
Some PT, not a lot tend to be local although that could as far away as Crewe, 
but 2000 on DL profile. These are very different around 35 years old and 
more experienced. They are in a win-win situation in that they are in situ. It 
becomes a motivation because they can stay in the family home etc. We see 
a lot of career development taking place during the course. The students who 
have that extra 5 1 0 yrs. of experience; it works better doesn't it. The student 
centred learning experience we all advocate works better with these older 
students. Maybe we have got it wrong with students- it not as hard to get back 
to study as we think. 
In economic terms do you believe the rate of return for MBA graduates is the 
same throughout the UK and is it significantly influenced by the business 
school attended? 
If we look at LBS MBA and our MBA it is a different provision for different 
needs. We will not be the same as the LBS in 50 years. Perhaps there are too 
many MBAs. There is still a market. But the value has dropped outside of 
those prestigious institutions. 
The literature indicates that the motivations that drive students towards MBA 
study are in simple terms split into extrinsic factors such as career outcomes: 
increased income, promotion, career change and intrinsic outcomes, peer 
respect, improved networks and changes in self-respect and self-worth. 
Is that your experience? 
Yes it an over generalisation to say they just want the money but that is 
strong motivating factor for them and see themselves as competing in the 
market where the money gives them a kick off and an institution in the UK is 
big benefit. 
Does that change? 
I think so, they change they get more realistic as the course progresses. 
Increasingly they believe they are not going to go out and be millionaires, I 
don't that is particular negative but I think a lot of our teaching of our 
management is geared to making them reflect on what they might do, so more 
emphasis is placed on their personal development. What is interesting this 
year we have placed great emphasis on this giving them career development 
and portfolio development in terms of business skills. Lots of different ways; 
team dynamics, analysis, etc. 
Signal effect of MBA? 
There are lots of master's programmes. Times have changed. No doubt about 
it, it's a competitive market there are going to be students out there with an 
MBA. People who go for promotion against someone with an MBA so it has 
some value, it is tending into personal development. 
-243-
r 
Employers rank personal development vel)' highly, and appear to be happy 
with hard skill development on MBA but soft skill sets -leadership, 
communication skills, conceptual thinking and ability to make decisions with 
imperfect information are thought to be less well served. Do you believe that 
is the case? · · 
We start at Induction. A couple days on self, characteristics of managers 
couple that if possible to practitioner work looking at Merseyside industry if we 
can find any! Get speakers and practitioners in and on the back of that we will 
tie in some research skills. We have positioned ourselves in these terms so 
saying what we are bringing you is a quality management education and when 
you go back to your host organisation or country you have a real impact, we 
play on that the impact you can make. We see it very much as a positive 
thing. 
Do you have strong business linkage? 
Again, one of the things we are looking to introduce this year is to set up a 
consultancy element. Get lots of businesses saying have you got a student we 
can borrow. It is important getting that balance between theory and practice 
everyone says that, but where it falls apart in that you don't get good theory 
and good practice; what you get is mediocre theory and mediocre practice. 
Good schools are not afraid to engage in wider areas such things as business 
history, not afraid get a copy of the economist and throw it down and address 
current issues what is happening in the subprime market in the United States 
what is happening in the environment. What should organisations be doing? 
For schools like us we should be saying here is the theory and this is how you 
do it. 
Case driven then? 
Try to be. I am sure there are gaps we try to develop the cases we have a 
good base, more cases, more theory, more practice, more engagement in 
debate. 
How has your provision developed recently? 
We are fortunate in some sense in the way the University funds the school we 
are not necessarily tied to say 250 students and even we get 200 they don't 
necessarily say they are going get shot of people. It is not like that. But their 
general financial model works. 
It is quality issue? 
It is something we are looking at as part of the postgraduate teaching plan 
raising the quality of the students; raise those questions about the quality of 
the students there is always that tension about their quality. 
Overseas students' quality? 
On one hand overseas we all know about the debate on what they are paying 
and the value they bring in that sense. But what the other thing of course we 
see the businesses here who love to break into the markets. 
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Accreditation? 
I don't think students feel it's critical but when it is wafted in front of their nose 
they think it's important. Where it is critical is for our standing amongst our 
peers. So that's pretty important, if you are accredited and you blow your horn 
students become aware. Looking at ACCSB and Europe (EQUIS). Our own 
accreditation processes at Liverpool are very rigorous. The on line MBA went 
through a certificate in EMD and got that through a rigorous process, but no 
face to face learning for students from 150 countries with instructors in many 
countries. No face to face at all. 
De facto? 
I hate the word de facto but you can see it is becoming less unique there is 
more growth in provision, and more DBAs executive MBAs. 
Do you believe that an MSc Management could equally offer the same types 
of skills or does the MBA approach and MBA badge matter? 
It is different market, non-cognate conversion degree it is different no 
experience. Whereas on the MBA the experience distinguishes the course. 
We would not expect to see the same sort of teaching, a more theoretical 
discourse there is different type of discourse on the MSc. 
Finally what is key value added to your students? 
It the acquisition of knowledge which gives them knowledge. Finance is a 
classic example. The other thing is proximity to practitioners and research led 
teaching. The proximity to business. The third thing is the transformation that 
is taking place with their lives, what we need to do is the intrinsic growth, we 
are doing this on the induction programme; we are starting with you this year it 
all about you. Looking at characteristics of leadership etc. 
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Interview at Westminster University 
Format of your MBA courses? 
Student Profile-age, Structure? 
We have a small full time programme and the full time. programme is very 
largely overseas students but the biggest programme is the PT Executive 
programme. It is a mixed group, local government, voluntary sector ,NHS 
private hospitals - the London market. UK based students, but multinational 
intake working or capable of having work. 
International? 
School has links in France and Tashkent and has overseas study trip, but no 
formal links. 
How does the quality of the managerial background or work experience of the 
students influence the benefits of the MBA? 
We try to look behind the lines, interview them all at least by telephone to get 
the impression that they know anything about business, they speak English 
and the rest of it. 
In economic terms do you believe the rate of return for MBA graduates is the 
same throughout the UK and is it significantly influenced by the business 
school attended? 
Yes they do see it as an Economic benefit in the sense the majority of them 
would not do it if they did not think it wouldn't increase their seniority or their 
salary and the ultimate return from their working life. So in that sense it is an 
economic decision. They are very conscious of the accreditation issue, they 
are very conscious of the status and the league tables of business schools 
and many of them could go to the LBS, could go to Imperial or City or 
Warwick, but we charge £12,000 and offer some scholarships. It is the best 
they can afford. If I had a choice I would go to the LBS. But I haven't got 
£40,000 if you are struggling you have to be more realistic you can in London 
go down to some Universities and pay £2-3000 pounds, but they won't be 
AMBA accredited . We push you and you are getting a validated programme 
at a price you can afford. So for FT timers it is financial as well, we don't get 
many rich full timers it is question of scholarships, in a sense they are happy 
to get a London based programme. We get a lot of applications from overseas 
people just wanting to come to the UK 
The literature indicates that the motivations that drive students towards MBA 
study are in simple terms split into extrinsic factors such as career outcomes: 
increased income, promotion, career change and intrinsic outcomes, peer 
respect, improved networks and changes in self-respect and self-worth. 
Is that your experience? 
Very hard to pick one of them it is money at the end of the day they see as a 
way of reaching a more senior position. Pay- more money. On the way self-
confidence and the prestige of having achieved this rather difficult thing to get 
and it makes them more mobile so career changes are part of the package. 
There is no one single thing you can not separate them. 
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These people at the end of the twenties have a vaguer notion of doing the 
MBA they are enthusiastic and want to get their career going and the MBA will 
help them do it. The ones that are a little bit older, more seasoned, with more 
mature judgement, have been in business, have seen what's happening, seen 
how at least how a career progression works and· are aware they- ｮ･ｾ､＠ a 
certain specific type of knowledge or they need the badge. Or some 
combination. 
Is it just a badge? 
Some people do see it as a badge but there are not many of our students who 
are here just for that reason. It is usually a couple of reasons. They genuinely 
think it will improve their management skills, but they also recognise that in 
many walks of life the MBA is seen as a necessary qualification to go to a 
senior level. For example students in the charitable sector and government 
organisations, they are aware of what is going on the private sector they feel 
that somehow that this must be good for the area they are in and that one day 
it might be a necessary qualification given the way that public organisations 
tend to eventually to go. Some of them are not necessarily going to stay in the 
public sector and feel it makes them more marketable. We are teaching a 
general set of skills which are transferable to the private sector; they are not 
that much different. 
Badge a Network Effect? 
I don't mean it so much in terms of networking, but somehow you have bought 
into a particular type of environment, some have not gone to university-gone 
straight into work and they feel they are missing something. They have lost 
something these other people have received, they did not receive something 
they should have. Attenbourgh never did a degree and feels he is bit of fraud. 
Everyone is conscious of the badge, but the older ones are likely to have 
delayed it some of them will have made attempts to get promoted and seen 
what's required or applied for other jobs they may have got knocked back 
from some other reason, but they start to see this as a necessary part of 
career development for senior management. You are not going as fast or as 
far as you hoped you would and you need something. So it is those who want 
to accelerate their progression. Some people start their own business, be a 
genuine entrepreneur, others are doing it within the confines of an 
organisation in which they are employed and they are making conscious 
decision, "How am I going to make myself attractive to these organisations", 
that is one dimension. There is another dimension, "How can I improve what I 
know and what can I do for my own skills in order to progress my career. 
You get entrepreneurs? . 
We get the odd or two (entrepreneurs) but the majority of our students see 
themselves as progressing within a structure. It could be a small large or 
medium size business, but they see themselves as staying within an 
organisation. We have very few people planning to set up their own business. 
We have a few that have an end dream, "That I want to set up my chain of 
hospitals". They tend to be the ones from overseas 
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Employers rank personal development vel)! highly, and appear to be happy 
with hard skill development on MBA but soft skill sets -leadership, 
communication skills, conceptual thinking and ability to make decisions with 
imperfect information are thought to be Jess well served. Do you believe that 
is the case? · 
Main driving factor is they somehow have reached a stage in their career 
where they want to make a significant change, often we get technical people, 
such as those in the IT area who have gone as far as they can go and who 
want to move into general management and somehow believe the MBA will 
take them through. Others want to get the confidence and the skills and the 
tools and think the MBA will give it them. Most of them will have a reasonable 
opinion of their current managerial ability or their potential to develop senior 
skills or their senior management ability but they don't know enough about 
specific business subjects or they perceive that they don't and think ｴｨｾｴ＠ lack 
of knowledge will somehow inhibit their career development or they will be 
seen to be not be fully qualified. Quite often they feel they need to know about 
Finance, Strategy HR or whatever it is. There is self-awareness they perceive 
themselves to be missing something whether they are or not is another 
matter; some people will be as bold as brass and say I can do anything. 
De facto requirement? 
I don't think it is. It is perceived by many of our students to be a requirement. 
In the sense that if you have a good first degree and have got some in house 
management training or self-development; it may not be necessary. It 
depends on the area, but two years of proving yourself in company probably 
do you more good than going on an MBA. But you can do both and it does not 
take anything away from you, probably its additive that's the catch. It is not as 
important as they think it is. 
But don't you think there is a peer Group effect? 
That's true, there are so many more MBA graduates working and you are 
working for a boss who has done an MBA and you look to those above you 
and think that appears to be the way to do it. And because those people have 
done an MBA they will send a message either directly or indirectly that if you 
want to progress then you need to do an MBA. We have some students form 
organisations where that is very definitely the case. A couple of people in the 
organisation did the MBA and then moved on and it became the sort of 
organisation where expects you do an MBA. 
Do you believe that an MSc Management could equally offer the same types 
of skills or does the MBA approach and MBA badge matter? 
I agree that is essentially the same degree. But not for self-validation, in 
terms of confidence, but you may still have the feeling that you don't know 
about human resource management don't know much about business 
strategy. Doing an MBA makes a rounded person, you do a bit of everything 
you don't become an expert but it demystifies business, 
-248-
------- ------------ -------- ---- ------------ - --
But don't you think the MBA is more reflective doesn't the structure, the 
working together help? 
I think that's right but on more tJeneral level it makes them feel part of a grand 
scheme an MBA club an elite management club if you suppose. 
So not being among the elite business schools an issue? 
It is and is not. They are aware of that, they are old enough to make realistic 
choices, they can dream about going to Harvard. But they go the best places 
they can do. There will be some people that come here for very personal and 
idiosyncratic reasons, someone is coming on the programme whose father 
and grandfather came here. So she is happy coming here. Multicultural 
campus so overseas students are very comfortable here, particularly Asians 
some people are aware they like to go somewhere where they are personally 
comfortable as well as academically comfortable so we get some coming 
here for that reason. The majority can go the best place they could, but they 
are here for a sensible and rational decision. They dream of the LBS but come 
here. 
Accreditation or not what is the difference. 
Accreditation is more important for the part time students than the full time 
students. It is not unimportant the FT are a little mixed some are very clued up 
about EQUIS, AMBA and the AACSB. Others just want to come to the UK and 
they want to come to something that is respectable. The University of 
Westminster actually benefits from its name. 
Facilities are not the same; our school is not Imperial or the LBS. Those 
schools have high profile international names in most of the subject areas who 
are not necessarily will be teaching the students indeed may not be very good 
teachers but they are the prestige . You feel you are getting part of something 
if that school is not doing it right then nobody is doing right. If go to Harvard or 
the LSE you don't get to see the names, but is the halo effect. Do you go to 
Oxford and be badly taught or go Huddersfield and be well taught? UK 
badge, accredited or not? 
Finally what is key value added to your students? 
We are relatively small programme we try to be friendly and approachable and 
you find our students feel less overwhelmed. The majority are pretty confident. 
It will give confidence in a setting where people are talking about subjects and 
circumstances that you don't know about in depth. It demystifies knowledge is 
power, you know the jargon it places you in a more confident situation. It is 
that confidence that the MBA gives you so you don't make a fool of ourselves. 
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Interview at Leicester University 
Fine in situation I have been here five years. 
The department grew .out of the economics department with few individuals 
who punted some management courses in the early 90s years ago and did 
extremely well, especially with distance learning courses. It went through the 
roof. Numbers are more manageable now, we got people off the books that 
should be off the books. 
Format of your MBA courses? 
Student Profile-age1 Structure? 
We have something like 5000 live distance learning students at any one time. 
The vast majority doing the MBA. Conversely the full time MBA at its absolute 
peak was around 100-120, but since I have been here it bobbles along at the 
30-50 mark. Which I think is sustainable. On the Full time primarily overseas 
this year 40, I reckon 3 maybe 4 British students, some Europeans but the 
preponderance there would be Greeks primarily male Greeks trying to get a 
master before. National service then they do the shouting and are not shouted 
at. Then it in order, China, Taiwan, India and Africa well spread 
Quality of MBA students? 
At the top no problem, we changed programmes to make them more 
academically robust on the full time and are getting better students, the tail is 
getting much shorter. But there are a number of students doing a masters 
degree about which they know nothing or have no interest in the subject. It 
seems to be a holding pattern, they do not what to do so a masters fills the 
gap. 
How does the quality of the managerial background or work experience of the 
students influence the benefits of the MBA? 
I have always taken the view in the end they need 2-3 years' experience. 
Part time offering? 
No part time offering every time we come close to doing it De Montfort has it 
well stitched up. Not worth pursuing. Our DL is strong but it grew too fast, we 
had major revamp and it follows the same material as the MBA here modules 
rolling out 2 years perhaps after their introduction here. Had really good agent 
in Greece, but overpaid them - looking at 35o/o. 
In economic terms do you believe the rate of return for MBA graduates is the 
same throughout the UK and is it significantly influenced by the business 
school attended? 
It's where you go. Most of them do come thinking they will get an instant 
return, although I agree the evidence is not there. If they are willing to wait in 
terms of career, they may not get the high rewarding job when they go back 
but it's the job after that. A post experience degree with experience after that 
is when it starts to pay and we tell them that. 
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What about the badge? 
The UK is the Badge. It just sits at the intersection of various themes, firm 
sensible way to spend some of their money and enables them to engage in 
education where they have some familiarity with the subject matter. There is 
nothing we cah tell you what is worth what you pay for this course. The letters 
will generate some value if there is any value generated- not the knowledge. 
Is accreditation important? 
Accreditation is mentioned much less frequently than it was by students, it 
makes a difference if they are holding more than one offer, We market on the 
University ranking in the UK we are not in any of the world MBA lists, for 
example the FT rankings etc. but we are high in the UK university rankings 
and that is what we sell the course on. 
Did accreditation affect price? 
It one of those weird factors in terms of the market that we have never seen 
recruitment suffer on the full time at least as a result of raising the price. 
Precisely the reverse. We are very low we are probably the cheapest full time 
AMBA accredited programme at 14000 -15000 pounds. 
Our Chinese students have some attraction to the price. We are the best 
value for money. The other way of course is Leicester's city inability to stay in 
the premiership. I say that flippantly, but it make an enormous difference to 
applications from the Far East, huge talking about 30 40 °/o the soft factors are 
important. Talking at Bristol about how they could position a programme and 
suggested the best thing they could do would be to buy Bristol city 2 players. 
It would make more difference than anything else you spend that money on. 
Was ranking important? 
We took the view that we would take high ranked academics with high 
reputations that can't stop writing. We did need to do something distinctive 
whether that is the right distinction for teaching practicing managers is 
something we can come back to. So in terms of what this does for your RAE 
profile it is effective. 
Was the teaching better? 
Yes I think so but still, there were staff that clearly had difficulties the way 
things had changed many didn't and I admit that there are some staff we got 
in on the basis of reputation who are not safe pair of hands . 
The literature indicates that the motivations that drive students towards MBA 
study are in simple terms split into extrinsic factors such as career outcomes: 
increased income, promotion, career change and intrinsic outcomes, peer 
respect, improved networks and changes in self-respect and self-worth. 
Is that your experience? 
Exactly as you describe the ones that are going to be interested in any way 
shape or form yes come out of themselves become more interesting and 
enjoy the moment that's the thing I find hardest to understand I struggle with 
in terms of what they are going to get out of it, in terms of articulating to them, 
in terms of the full time, you don't play the normal rules of the game, you 
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don't have think strictly practically for god's sake don't spend your own time 
closing that space up, there are enough people who will close that space for 
you. If come in with a mind-set that is going to be restrictive. 
So a growth in confidence then? 
It certainly is the feedback that you get is the growth in confidence and that 
seems primarily derived from the group of people that they meet and stay in 
touch with for ever. The other thing of course all around this speed you can 
bring that focus on their self-development and reflective skills, we put a lot of 
work into selling the expectations very clearly at the beginning of the 
programme, we get some nutty philosopher in who talks about Plato's cave 
and knowledge and various other Greek myths, this might relate what you can 
or what you can't know. One this is to scare them what you it is tell them that 
this is not going to be writing management report and management report. 
The idea is not to consider 20 possibilities and then focus and stack all the 
evidence in favour of that. Preciously the reverse is a different way of thinking. 
Is there is a peer Group effect? 
Not that I have noticed, although there is a word of mouth effect on 
recruitment. 
De facto requirement? 
Certainly, but it has not caught up, it's one of the deeper ironies, the cases 
you use on a standard MBA and the overall structure of the teaching is that 
you are going to be running General motors next year this what you need to 
know. I dread to think how many are coming out the UK let alone the world 
and the fact is none of them are going to be running General Motors and 
again I think one of the things I am proud of what we doing here is making that 
bloody explicit. Up front saying you have been sold a patsy in essence and 
what we are going to do is the best we can is turn that into something of 
value. One example springs to mind on organisational culture. All the 
literature is about designing a culture; most of the kids are not going to be in 
position to do that most will be in a position of being moved round by the 
vagaries of some poorly designed culture. The trick is to give them way of 
unpicking it to find themselves some space both in terms of managing their 
career and doing the job properly. I suppose it is an irony that one of the 
aspects of working for a university is that to do the job properly one has to find 
a way around the restrictions and control technologies-nonsense ideology. 
Do you believe that an MSc Management could equally offer the same types 
of skills or does the MBA approach and MBA badge matter? 
Honestly, it is the three years' work experience before they come onto to the 
course that's about it and they bring that experience into the room. It is 
potentially and in reality a much even teaching experience, the power 
difference is reduced in ways that makes it not a standard masters , indeed a 
standard masters is more and more like a substandard 3rd year undergraduate 
degree as far as I can see . 
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So you think there is grade Inflation then? 
Oh god yes for the last ten years I have been marking as with everyone I 
know 50o/o on masters degree which is about 38% on an undergraduate 
degree, but if you marked them at that level you would failing most of the 
cohort. Everyone knows there are real moral issues. We are quite good on 
plagiarism with a cut-off point of 30°/o but it is like prosecuting paedophiles go 
for people when the images are beyond doubt. But we are hard then. Zero no 
resubmission, do it twice you are out, we write plagiarism on their transcripts. 
The ability to resit came from the Law department you resit for credits that the 
professional body are demanding. When you talk to friend about what you can 
expect from a university graduate it distresses you-the words coming out of 
your own mouth. But they are fairly accurate. 
So is MBA standard changing? 
The Harvard MBA drives it. You still get those fantasies fed back to you by 
students, which is understandable because we sure play into them by the way 
in which we teach the course. Our strategy for DL is always predicated by our 
successes in other ways. There was piece in the Independent from a PHD 
student who supervised in the English and our department on the way 
Shakespeare was used in management training courses. So we set up an 
option across all the MBAs as it was thought it would play well to the Chinese 
students, the quaint mix, got some really nice puff in the press, better still 
Oxford was launching something similar, we managed to spin the story, it was 
different, we were saying why is it people think it useful, some academic 
critical reflection, cult of celebrity. Students ignored it, the first year we run it 
we got 3in the class. You are always bouncing of those schools if you can't 
claim to be one of those schools, the trick is to say what those schools are 
deficient in without quite saying it and you are better in some way. 
Finally what is key value added to your students? 
Some totally useful skills. Some of the strategy modules, even I don't think the 
frameworks do much for them even if they are applied with nuance, it gives 
the language of areas like finance it is training in how you look appropriate as 
a businessman. How to be taken seriously, I know lot of the stuff I teach is 
woolly touchy feely nonsense, it is hard to see how much of that translates. It 
might translate into a more rounded understanding. The ones that fit this bill 
are generally young and in most cases it is not lack of confidence or in what 
they can but not wanting to be found out when they talk, the language that is 
used. They want the badge, it is real human motivation. They want something 
to show they are culturally accepted. 
What about Entrepreneurs? 
Not sure about what is good for entrepreneurs. You define it. We keep trying 
to teach a theoretical basis, an interrogation of the theoretical basis of 
entrepreneurship. Looking at programmes where Entrepreneurship is being 
taught many courses are dressed up and they are just putting a business plan 
together with a snippet of theory. 
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Future of MBA? 
It will grow, particularly on DL and part time. Our bodies will come from part 
time. The managers suggesting their own staff attend the institution they went 
to. It is just another curious effect of sending everyone to University at 18. The 
same logic; someone· will" surely say we can't keep doing it? It's m·ovin·g, the 
full time is nothing like as robust as it was country wide, probably worldwide, 
as it was 5 years ago. But as far as I can see the DL is still for us running 
along the top of that curve. What happens when it drops I don't know. I can't 
see it sustaining. It will drop in a similar way. But European countries are 
taking it up. Changes in Holland and Germany for example. The growth of 
Franchises. South America still looks to me as growth area, what you aiming 
for are the second son of the rich, sending them for an MBA. 
Separate discussion on Accreditation 
When there was competition. ABS took the view we will accredit everybody, 
but we will take you off the list if you are really bad. The reverse game. I have 
been done 3 times by AMBA, the last time I had more respect as they found 
the skeletons in the closet quite quickly and I did have some admiration for 
that. But there was nothing they were looking for that had any relationship to 
whether the degree was any good or not. Never sat in the classroom, but ram 
on about how many contact hours you do! That seems the only thing you 
matter. There is an overwhelming sense of bad faith it just a sector the 
business sector of the university sector and you feel the only place there isn't 
bad faith where you it is free is in the classroom away from the strictures, 
where you think you can make a difference with those that are willing to play, 
make them better informed more reflective rounded individuals who will be 
better, That what keeps you going the rest of it is jumping through hoops. The 
course increases the value. 
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Interview at Surrey University 
Format of your MBA courses? 
Student Profile-age, Structure? 
Full time, part time evenings and Saturdays, and of course the overseas 
centres Barbados, Mauritius and Germany. Then we have the summer school 
in Rheims. 
What do think of the student mix? 
As you know most of our full time students are overseas. The part time 
Saturday group in particular are excellent some outstanding students very 
different to full time. 
How does the quality of the managerial background or work experience of the 
students influence the benefits of the MBA? 
We are quite strict on experience minimum three years at managerial level it 
makes a difference to their understanding and their performance on the 
course. 
But don't think the quality of their management experience in our students 
varies? 
The depth of experience is variable. The part time are older and have more 
relevant experience. 
In economic terms do you believe the rate of return for MBA graduates is the 
same throughout the UK and is it significantly influenced by the business 
school attended? 
Yes, that's why accreditation is very important to us. Getting AMBA was very 
critical to us and makes a difference it can influence our ranking. 
Our return? 
Some do very well, you know of examples better than me. 
Yes but I think it is function of what they have done before 
Your right but adding the MBA to their CV makes the difference. 
What about the badge? 
Not what it was but still important to the overseas students 
The literature indicates that the motivations that drive students towards MBA 
study are in simple terms split into extrinsic factors such as career outcomes: 
increased income, promotion, career change and intrinsic outcomes, peer 
respect, improved networks and changes in self-respect and se/f-worlh. 
Is that your experience? 
I don't think the career changes they are seeking materialise. But they are 
more confident and feel the course has helped them by the end. 
Do you think we do enough? 
What is enough? We run the residential to help develop leadership skills 
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Ranking seems important but for most of our intake it is not a great issue. 
The simulation and action case are integrating features within the course. 
These help to develop more transferable skills. I am not really sure some do 
well but it depends on their background as much cis anything, those who do it 
at the right time can do very well. 
Value from the course 
I think the accreditation has added value to the degree. AMBA gives us 
respectability. They leave with a good grasp of the basics of business areas 
like the action case and consultancy part- add value. 
MSc or MBA 
The MBA has different more structure it is a more demanding experience . 
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Telephone Interview at Judge Business School Cambridge University 
In economic terms how significant do you believe is the business school 
attended in terms of rate of return to the MBA? 
I have no hard evidence for this, I am afraid. But there is a clear pecking 
order amongst schools, with the top-ranked schools attracting far more 
applications than others. This suggests that there is a significant benefit to 
obtaining an MBA from a 'top' school. 
What makes the MBA badge different at the top ranked schools? 
I think that the main thing is that the top schools are that much harder to get 
into, so there is a signalling effect. Most of the top schools are ones that have 
been around longest or are associated with major universities. 
How strongly do you think students rate of return from the MBA is linked to 
their prior managerial background or work experience? 
Managerial background and work experience are often important factors in the 
jobs they secure after their MBA, and so can have a significant effect. This 
may be positive or negative (e.g. computer programmers who struggle to find 
a job in investment banking, because they don't have the experience to 
compete with those who already came from investment banking) 
The literature indicates that the motivations that drive students towards MBA 
study are in simple terms split into extrinsic factors such as career outcomes: 
increased income, promotion, career change and intrinsic outcomes, peer 
respect, improved networks and changes in self-respect and self-worth. Is 
your experience that it is now more about intrinsic development? 
No: extrinsic factors dominate. The students are motivated by their potential 
rewards. 
What would you describe as the key added value to your students as result of 
MBA study? 
Enhanced network, wider perspective, better ability to work and get on with 
people, improved confidence 
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Appendix 3 
Main Modules of Institutions Interviewed 
We$tmj nster 
Core Modules 
• Economics and Business Environment 
• Organisations and People Management 
• Managing Operations and Information 
• Accounting and Financial Management 
• Marketing Management and Strategy 
• Data Analysis for Business Decisions 
Integrating 
• Leadership and professional development 
• Corporate Governance and Corporate Social Responsibility 
• Strategic Management 
• Managing Change 
• Choice of 2 elective modules 
Specialist modules include subjects such as HR Strategies for Change 
Management, Foresight and Future studies, Project Management and 
Financial Studies and Social Entrepreneurship module. 
+ Dissertation 
Liverpool 
Core Modules 
• Managing Financial Resources. 
• Managing the Environment 
• Managing People 
• Managing Change 
• Mapping the Global Environment 
• Strategic Management Simulation 
Plus 2 from elective Range free choice across a full range of potential 
specialist streams from: Entrepreneurship; Leadership; Emerging Markets; 
International Business; Marketing: Finance and Accounting. 
+ Dissertation 
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South Bank 
Core Modules 
• Managing human resources 
• Financial management and accounting 
• Business process and organisational design 
• Managing the Marketing 
• Environment 
• Residential module long weekend outside London 
• Managing strategy and change 
• Critical management enquiry 
Pathways from a range of special isms: 
• International marketing 
• International human resource 
• Management 
• E-business 
• Finance and international banking 
+ Dissertation 
Gloucester 
Core Modules 
• Principles of Management 
• Leadership, Development and Change 
• Strategic Human Resource Management 
• Global Organisational Environment 
• Strategic Marketing 
• Operations Management 
• Finance 
• Accounting 
• Business Information Management 
• Global Business Strategy 
+ Dissertation 
Leicester 
Foundations of Professional and Knowledge and Skills 
• Organisational Behaviour 
• Corporate Finance 
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• Business Ethics in a Global Context 
Research Methods 
• Accounting for Managers 
• Marketing Design and Operations 
• Strategy, Business Information and Analysis 
Then two elective modules from an extensive selection 
+ Dissertation 
Surrey 
Core Modules 
• Finance 
• Human Resources 
• Strategy 
• Operations Management 
• Research Methods 
• Marketing 
• Two electives 
+ Dissertation 
Southampton 
Core Modules 
• Accounting: managing and measuring performance 
• Contemporary marketing 
• Corporate finance 
• Decision modelling and analysis 
• Effective leadership 
• Organisations in a global context 
• Managing people for performance 
• Quality and operations management 
• Strategy 
Then two optional modules from Consultancy; Logistics management; Project 
management; Supply management or modules from other current 
postgraduate programmes. 
+ Dissertation 
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Cardiff 
Core Modules 
• Economics and the Business Environment 
• Financial Management 
• Human Resource Management 
• Marketing Management 
• Strategic Management 
• International Business 
• Group Business Plan 
1 lead elective from: 
• * Corporate Governance 
• * International Management 
• * Marketing Research 
• *Strategic Operations Management 
• *Strategic Human Resource Management 
+ 2 other electives from within one pathway or from a combination of 
pathways. 
• Entrepreneurship: Leadership: Emerging Markets: International 
Business: Marketing: Finance and Accounting: 
+ Dissertation 
--------------------------- -- - --
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Appendix 4 
The Pilot Survey 
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Pilot survey MBA Value 
1. MBA Value: 
This survey is being used as an exploratory pilot to test the constructs of a model for MBA Value. The basic framework of 
the model is derived from a customer value model developed by Seth (1991). The main constructs of the model are: 
1. Economic Value - external and internal career gains. 
2. Social Value- Growth in networks and professional identity. 
3. Epistemic Value - Knowledge gained expressed as competencies in hard and soft skill development 
4. Emotional Value - Changes in self confidence 
5. Conditional Value - The status of the Business School Attended 
6. Price- Value of money 
7. Pedagogy- The structure and course design 
These are measured by number of dimensions based predominantly on Iikert scales. the survey should take about 10 
minutes to complete. I can only thank you for your time, but I hope you find the content interesting and that it conveys 
the measures of value that are found in the MBA degree programme. 
Kerry Sullivan 
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2. Control Questions 
Firstly a number of questions which will be used as control variables. 
* 1. Gender 
Male 
Gender 0 
* 2. Current Age 
Age. e.g. 32 
* 3. For Fee purposes on your MBA how were classified 
0 Home Student (UK} 
0 Overseas Student 
* 4. Name of MBA School 
* 5. Number of years of work experience prior to MBA commencement 
No. of Years e.g. 3 
6. Mode of study 
0 FuiiTime 
Q PartTime 
0 Distance Learning 
Female 
0 
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3. Economic and Career Changes 
These items relate to the direct and indirect economic benefit that graduates derive from MBA study. 
* 1. Please indicate your agreement with these statements on the rating scale shown. 
Strongly Disagree Disagree 
Neither 
Agree/Disagree 
Agree Strongly Agree 
"The MBA has Improved 0 0 0 0 0 
my salary". 
"The MBA has increased 0 0 0 0 0 
my chances of promotion". 
"I wanted to be an 0 0 0 0 0 
entrepreneur, and felt that 
an MBA degree gave me 
the tools I need to 
accomplish this objective". 
"By studying for an MBA, I 0 0 0 0 0 hope to learn how to start a 
business". 
"The MBA degree has 0 0 0 0 0 
enabled to me to reconcile 
my career to my own goals 
and values". 
"The MBA has made me 0 0 0 0 0 
much more aware of my 
skills and competences". 
"The MBA has made me 0 0 0 0 0 
more realistic in my career 
choice". 
"By pursuing an MBA, I 0 0 0 0 0 have learnt more about the 
kinds of career 
opportunities that might be 
right for me". 
"The MBA has enabled me 0 0 0 0 0 to fit my organisation's 
requirements". 
"I hope my career goals will 0 0 0 0 0 become clearer while I am 
pursuing an MBA". 
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4. Epistemic Value 
These questions relate to how your knowledge and skill sets have changed as a result of your degree. There are lots of 
ways of expressing these here I am using a simple set of common skills one would expect to have enhanced through 
MBA study. 
* 1. Please indicate how much these various competencies have been changed as a 
result of MBA study. 
Significantly Declined Declined No Change Improved Significantly Improved 
Time management 0 0 0 0 0 
Financial skills 0 0 0 0 0 
Accountancy skills 0 0 0 0 0 
Effective reading. 0 0 0 0 0 
Oral presentations. 0 0 0 0 0 
Written presentations. 0 0 0 0 0 
Research skills. 0 0 0 0 0 
ｾ＠ Abstract thinking. 0 0 0 0 0 
Interviewing 0 0 0 0 0 
Interpersonal skills 0 0 0 0 0 
Working in teams 0 0 0 0 0 
Negotiating skills 0 0 0 0 0 
Managing change 0 0 0 0 0 
Decision making 0 0 0 0 0 
Managing others 0 0 0 0 0 
Stress management 0 0 0 0 0 
Managing change 0 0 0 0 0 
Are there any other competencies you think were excluded here? 
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5. Social Changes 
These questions address the social changes that are seen to occur within MBA cohorts. 
* 1. Please indicate how strongly you agree or disagree with these statements. 
Strongly Disagree Disgree Neither 
Disagree/agree Agree Strongly Agree 
"In general doing the MBA 0 0 0 0 0 has increased my business 
contacts". 
"In general I am very close 0 0 0 0 0 to those contacts I made 
during my MBA". 
"During the MBA I have 0 0 0 0 0 developed a clear career 
and professional identity" 
"Since the MBA I am still 0 0 0 0 0 searching for my career and 
professional identity". 
" I know who I am 0 0 0 0 0 professionally and in my 
career". 
"I do not yet know what my 0 0 0 0 0 career and professional 
identity Js". 
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6. Emotional Value 
One of the most commonly reported changes with MBA graduates is the change in self-confidence and self worth that 
they feel. Here are standard tests for self-esteem and self efficacy two inter-related traits. Hopefully using a validated 
standard instrument a more meaningful measure of how self-confidence changes will emerge. 
* 1. Please indicate your responses to these statements on the rating scale shown. 
Strongly Disagree Disagree Neither 
Disagree/Agree 
Agree Agree 
I feel that I am a person of 0 0 0 0 0 
worth, at least on an equal 
plane with others. 
I feel that I have a number 0 0 0 0 0 
of good qualities. 
All In all, I am Inclined to 0 0 0 0 0 feel that I am a failure. 
I am able to do things as 0 0 0 0 0 
well as most other people. 
I feel I do not have much to 0 0 0 0 0 be proud of. 
• 
I have high self esteem 0 0 0 0 0 
I 
I take a positive attitude 0 0 0 0 0 toward myself. 
I On the whole, I am 0 0 0 0 0 satisfied with myself. 
i I wish I could have more 0 0 0 0 0 
respect for myself. 
I certainly feel useless at 0 0 0 0 0 times. 
At times I think I am no 0 0 0 0 0 good at all. 
I will be able to achieve 0 0 0 0 0 
most of the goals that I 
have set for myself. 
When facing difficult tasks, I 0 0 0 0 0 
am certain that I will 
accomplish them. 
In general, I think that I can 0 0 0 0 0 
obtain outcomes that are 
important to me. 
I believe I can succeed at 0 0 0 0 0 
most any endeavor to 
which I set my mind. 
I will be able to successfully 0 0 
overcome many 0 0 0 
challenges. 
I am confident that I can 0 0 0 0 0 perform effectively on 
many different tasks. 
Compared to other people, 0 0 0 0 0 I can do most tasks very 
well. 
Even when things are 0 0 0 0 0 
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tough, I can perform quite 
well 
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7. The Conditional Value 
Conditional value relates to market choice decisions. The contention is that the MBA is a de facto requirement for 
climbing the corporate ladder and that the perceived ranking of the business school is an important factor in MBA choice 
and reward 
* 1. Please rank your reponse to the statements below. 
Neither Strongly Disagree Disagree 
Disagree/Agree 
Agree Strongly Disagree 
.. 
"I choose my do my MBA at 0 0 0 0 0 this Business school 
because of its ranking". 
"I choose my do my MBA at 0 0 0 0 0 this business school 
because it was accredited". 
"I choose my business 0 0 0 0 0 
schoolbecauseitwas 
convenient" 
"I would have gone to a 0 0 0 0 0 different business school if I 
could have afforded it" 
"I believe that an MBA is 0 0 0 0 0 
necesary for advancement 
In the business world". 
"If I have an MBA, I will be 0 0 0 0 0 
able to move into a 
position where I can be 
noticed by people at the 
top" 
"Getting an MBA will 0 0 0 0 0 
enable me to get a job with 
more status". 
"I decided to pursue an 0 0 0 0 0 MBA because I had few 
options for advancement 
without it". 
"I believe others will be 0 0 0 0 0 impressed by the fact I will 
have an MBA" 
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8.Pedagogy 
There are number of approaches to how the MBA is taught here I am trying to discern which approach is deemed to offer 
the most for students. 
* 1. Please show your agreement with the following statements. 
Strongly Disagree Disagree Neither Diagree/Agree Agree Strongly Agree 
I prefer the teaching to 0 0 0 0 0 
reflect more on theory and 
the most recent research. 
I prefer the modules on the 0 0 0 0 0 
course to strongly reflect 
the academic discipline to 
which they relate. 
I prefer a balance between 0 0 0 0 0 the theory and the 
practical. 
The case study method is 0 0 0 0 0 the best way of teaching 
management 
The content of the MBA 0 0 0 0 0 
must draw on the work 
experiences of the students 
The MBA must always be 
-o 0 0 0 ·0 
of practical use. 
Knowledge of the current 0 0 0 0 0 
research in management is 
central to the quality of the 
MBA. 
Dialogue and debate 0 0 0 0 0 between the teacher and 
the student Is the best way 
to development knowledge 
and understanding of 
management. 
Simulation and action 0 0 0 0 0 cases are the best method 
of management learning. 
What was he best way for you to learn on the MBA? 
It 
Page 9 
.. 
Pilot survey MBA Value 
-------------------------------------------------------------------------------------------------
9. Price 
Simply and finally this is about value for money. 
* 1. Please show your agreement with the statements below. 
Strongly Disagree Disagree Neither 
Disagree/Agree 
Doing the MBA reduced 0 0 0 the time I spent with family 
Doing the MBA reduced 0 0 0 the time I spent with friends 
The money paid for the 0 0 0 MBA Is reasonable 
considering what I will get 
from it. 
When considering the price 0 0 0 I paid for the MBA, I 
believe the quality is good. 
The MBA is good value for 0 0 0 the price 
Finally what do you believe is the greatest value you have had from the MBA? 
Agree Strongly Agree 
0 0 
0 0 
0 0 
0 0 
0 0 
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1. MBA Value: 
This su!Vey is being used as an exploratory piece of research to test the constructs of a model for MBA Value. The basic 
framework of the model is derived from a customer value model developed by Seth (1991). The main constructs of the 
model are: 
1. Economic Value - External and Internal career gains. 
2. Social Value- Growth in networks and professional identity. 
3. Epistemic Value - Knowledge gained expressed as competencies in hard and soft skill development. 
4. Emotional Value - Changes in self confidence. 
5. Conditional Value - The status of the Business School attended and the signal vlaue of the MBA. 
6. Price - Value for money. 
7. Pedagogy- The structure and course design. 
These are measured by number of dimensions based predominantly on Iikert scales. the su!Vey should take about 1 0 
minutes to complete the questions covering these constructs. 
I can only thank you for your time, but I hope you find the content interesting and that it conveys the measures of value 
that are found in the MBA degree. If you want a summary of the results enter your e-mail address at the appropriate point 
at the end of the su!Vey on page 10. 
Kerry Sullivan 
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2. Control Questions 
Firstly a number of questions which will be used as control variables. 
* 1. Gender 
Male 
Gender 0 
* 2. Current Age 
Age. e.g. 32 
* 3. For Fee purposes on your MBA how were classified 
0 Home Student (UK) 
0 Overseas Student 
* 4. Name of MBA School 
* 5. Number of years of work experience prior to MBA commencement 
No. of Years e.g. 3 
6. Mode of study 
0 FuiiTime 
0 PartTime 
0 Distance Learning 
Female 
0 
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3. Economic and Career Changes 
These items relate to the direct and indirect economic benefit that graduates derive from MBA study. 
* 1. Please indicate your agreement with these statements on the rating scale shown. 
Strongly Disagree Disagree 
Neither 
Agree/Disagree 
Agree Strongly Agree 
"The MBA has improved 0 0 0 0 0 
my salary". 
"The MBA has increased 0 0 0 0 0 
my chances of promotion". 
"I wanted to be an 0 0 0 0 0 
entrepreneur, and felt that 
an MBA degree gave me 
the tools I need to 
accomplish this objective". 
"By studying for an MBA, I 0 0 0 0 0 hope to learn how to start a 
business". 
"The MBA degree has 0 0 0 0 0 
enabled to me to reconcile 
• my career to my own goals 
and values". 
"The MBA has made me 0 0 0 0 0 
much more aware of my 
skills and competences". 
"The MBA has made me 0 0 0 0 0 
more realistic in my career 
choice". 
"By pursuing an MBA, I 0 0 0 0 0 have learnt more about the 
kinds of career 
opportunities that might be 
.. 
right for me" . 
"The MBA has enabled me 0 0 0 0 0 to fit my organisation's 
requirements". 
"I hope my career goals will 0 0 0 0 0 become clearer while I am 
pursuing an MBA". 
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4. Epistemic Value 
These questions relate to how your knowledge and skill sets have changed as a result of your degree. There are lots of 
ways of expressing these here I am using a simple set of common skills one would expect to have enhanced through 
MBA study. 
* 1. Please indicate how much these various competencies have been changed as a 
result of MBA study . 
.. 
Significantly Declined Declined No Change Improved Significantly Improved 
Time management 0 0 0 0 0 
Financial skills 0 0 0 0 0 
Accountancy skills 0 0 0 0 0 
Effective reading . 0 0 0 0 0 
Oral presentations. 0 0 0 0 0 
Written presentations. 0 0 0 0 0 
Research skills. 0 0 0 0 0 
• 
Abstract thinking . 0 0 0 0 0 
Interviewing 0 0 0 0 0 
Interpersonal skills 0 0 0 0 0 
Working in teams 0 0 0 0 0 
Negotiating skills 0 0 0 0 0 
Managing change 0 0 0 0 0 
Decision making 0 0 0 0 0 
Managing others 0 0 0 0 0 
Stress management 0 0 0 0 0 
Are there any other competencies you think were excluded here? 
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5. Social Changes 
These questions address the social changes that are seen to occur within MBA cohorts. The literature suggests these 
are an improved business network and a sense of professional identity. 
* 1. Please indicate how strongly you agree or disagree with these statements. 
Strongly Disagree Disgree Neither 
Disagree/agree Agree Strongly Agree 
"In general doing the MBA 0 0 0 0 0 has increased my business 
contacts". 
"In general I am very close 0 0 0 0 0 to those contacts I made 
during my MBA". 
"During the MBA I have 0 0 0 0 0 developed a clear career 
and professional identity" 
"Since the MBA I am still 0 0 0 0 0 searching for my career and 
professional identity". 
" I know who I am 0 0 0 0 0 
• professionally and In my 
career". 
"! do not yet know what my 0 0 0 0 0 career and professional 
Identity is" . 
.. 
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6. Emotional Value 
One of the most commonly reported changes with MBA graduates is the change in self-confidence and self worth that 
they feel. Here are standard tests for self-esteem and self efficacy two inter-related traits. Hopefully using a validated 
standard instrument a more meaningful measure of how self-confidence changes will emerge. 
* 1. Please indicate your responses to these statements on the rating scale shown. 
Strongly Disagree Disagree Neither 
Disagree/Agree Agree Strongly Agree 
I feel that I have a number 0 0 0 0 0 
of good qualities. 
I am able to do things as 0 0 0 0 0 
well as most other people. 
On the whole, I am 0 0 0 0 0 
satisfied with myself. 
I wish I could have more 0 0 0 0 0 
respect for myself. 
I certainly feel useless at 0 0 0 0 0 times. 
At times I think I am no 0 0 0 0 0 good at all. 
I will be able to achieve 0 0 0 0 0 
most of the goals that I 
have set for myself. 
When facing difficult tasks, I 0 0 0 0 0 
am certain that I will 
accomplish them. 
In general, I think that I can 0 0 0 0 0 
obtain outcomes that are 
Important to me. 
I believe I can succeed at 0 0 0 0 0 
most any endeavor to 
which I set my mind. 
I will be able to successfully 0 0 
overcome many 0 0 0 
challenges. 
I am confident that I can 0 0 0 0 0 perform effectively on 
many different tasks. 
Compared to other people, 0 0 0 0 0 I can do most tasks very 
well . 
Even when things are 0 0 0 0 0 tough, I can perform quite 
well 
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7. The Conditional Value 
Conditional value relates to market choice decisions. The contention is that the MBA is now a core requirement for 
climbing the corporate ladder and that the perceived ranking of the business school is an important factor in MBA choice 
and reward 
* 1. Please rank your reponse to the statements below. 
Strongly Disagree Disagree 
Neither 
Disagree/Agree 
Agree Strongly Disagree 
"I choose my do my MBA at 0 0 0 0 0 this Business school 
because of its ranking". 
"l choose my do my MBA at 0 0 0 0 0 this business school 
because it was accredited". 
"I choose my business 0 0 0 0 0 
schoolbecauseitwas 
convenient" 
"I would have gone to a 0 0 0 0 0 different business school if I 
could have afforded It" 
"I believe that an MBA Is 0 0 0 0 0 
necesary for advancement 
in the business world". 
"If I have an MBA, 1 will be 0 0 0 0 0 
able to move into a 
position where I can be 
noticed by people at the 
top" 
"Getting an MBA will 0 0 0 0 0 
enable me to get a job with 
more status". 
"I decided to pursue an 0 0 0 0 0 MBA because 1 had few 
.. 
options for advancement 
without it". 
"I believe others will be 0 0 0 0 0 impressed by the fact 1 will 
have an MBA" 
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S.Pedagogy 
There are number of approaches to how the MBA is taught here I am trying to discern which approach is deemed to offer 
the most for students. 
* 1. Please show your agreement with the following statements. 
Strongly Disagree Disagree Neither Diagree/Agree Agree Strongly Agree 
"I prefer the teaching to 0 0 0 0 0 
reflect more on theory and 
the most recent research." 
"I prefer the modules on 0 0 0 0 0 the course to strongly 
reflect the academic 
discipline to which they 
relate." 
"I prefer a balance between 0 0 0 0 0 the theory and the 
practical." 
"The case study method is 0 0 0 0 0 the best way of teaching 
management." 
"The content of the MBA 0 0 0 0 0 
must draw on the work 
experiences of the 
students." 
"The MBA must always be 0 0 0 0 0 of practical use." 
"Knowledge of the current 0 0 0 0 0 
research in management is 
central to the quality of the 
MBA." 
"Dialogue and debate 0 0 0 0 0 between the teacher and 
the student Is the best way 
to development knowledge 
and understanding of 
management." 
"Simulation and action 0 0 0 0 0 
cases are the best method 
of management learning." 
What was the best way for you to learn on the MBA? 
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9. Price 
Simply and finally this is about value for money. 
* 1. Please show your agreement with the statements below. 
"Doing the MBA reduced 
the time I spent with 
family." 
"Doing the MBA reduced 
the time I spent with 
friends." 
"The money paid for the 
MBA is reasonable 
considering what I will get 
from it." 
"When considering the 
price I paid for the MBA, I 
believe the quality Is 
good." 
"The MBA is good value for 
the price." 
Strongly Disagree 
0 
0 
0 
0 
0 
Disagree 
0 
0 
0 
0 
0 
Neither 
Disagree/Agree 
0 
0 
0 
0 
0 
Finally what do you believe is the greatest value you have had from the MBA? 
Agree Strongly Agree 
0 0 
0 0 
0 0 
0 0 
0 0 
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10. THANK YOU 
Thank you very much for giving some time up to complete this questionnaire. If you have any questions about the survey 
or the general content please email me at k.sullivan@surrey.ac.uk. and if you would like a summary of the results then 
please add your own e-mail below. 
1. Your e-mail address 
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The Added Value Comments 
Functional Comments 
Employability 
Marketable in the job market 
Helped return to work 
Epistemic Comments 
Well it's the knowledge and the experience of working with different 
nationalities. 
It has provided an academic underpin to my practical experience. 
A broad knowledge of business administration 
The academic knowledge was crucial for me to gain 
Strategic thinking and financial management 
Analytical. problem solving and leadership skills 
Time management & Financial skills 
Strategic Thinking 
Critical Analysis 
Investing and analysis 
Time management skills 
Critical Thinking 
Academic knowledge 
Effective time management skills 
Business Skills 
Ability to manage a team 
Time and stress management 
Understanding in depth the aspect of business and operations. 
Understanding how all the facets of management practice fit together and 
inter-relate. 
Financial and business 
Business understanding 
My Business knowledge 
Application of theory 
Strategic planning 
Knowledge of the commercial environment. 
Communication and presentation skills 
Social Comments 
Business contacts 
Classmates 
Interacting with other students 
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Classmates 
Business contacts 
Business contacts 
Business contacts 
Other students the international diversity. 
new friends 
International network of contacts. 
Networking 
My peers 
Business contacts 
Emotional Comments 
Increased my self -confidence 
Self confidence 
Self confidence 
Self-confidence 
I now feel empowered when involved in business 
Self-confidence 
Self-analysis 
Increase in my self-confidence. 
A structured assessment of my skills 
It has provided me with a greater understanding of myself and my ability 
Ability to show maturity 
Understanding of different cultures 
Conditional Comments 
Recognition 
Validation from employers 
Pedagogical Comments 
Different ways of Learning that open the mind for further knowledge 
It was new and challenging learning experience 
Thinking in a broader perspective, that is, learning to think differently 
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